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THE MATCH OF STYLE AND CONCEPTUAL LEVEL OF UNIVERSITY 
SUPERVISORS WITH STUDENT TEACHERS IN RELATIONSHIP 
TO SUPERVISOR EFFECTIVENESS 
Abstract of the Dissertation 
The purpose of this research was to investigate 
relationships that may exist between the supervisorial style 
and conceptual level of university supervisors and the 
student teachers supervised. The primary thrust of the 
investigation was an analysis of the match of style and 
conceptual level of supervisor and students. This analysis 
resulted in data concerning the influence of the match on 
supervisor effectiveness. 
The total population of the study included 187 
student teachers and 37 supervisors at two university sites 
in California. Two instruments were administered to the 
participants at the beginning of the semester. One instru-
ment was the Supervisorial Beliefs Style Inventory 
(Glickman). The second was the·Paragraph Completion Method 
(Hunt et al.). At the close of the semester the University 
Supervisor Effectiveness Summary was administered to student 
teachers. The Summary was developed by the researcher to 
rate supervisors on five dimensions of supervisor behaviors. 
These scales included Structure-Directive, Independent-
Nondirective, Collegial, Time Factors, and General Proce-
dures. Demographic variables were also examined. 
Data were analyzed to provide descriptive statistics 
on the match of supervisor and student teacher. Means and 
standard deviations were computed. The results of the 
analyses indicated that supervisors who were highly rated 
by student teachers for effectiveness, also matched their 
student teachers in conceptual level and style. Sixty 
percent of the supervisors were of high conceptual level 
(i.e., abstract integrative thinking ability). All super-
visors, hqwever, practiced directive, nondirective, and 
collaborative styles of supervision. Other factors 
contributing to effectiveness were age, sex, years of 
supervisor experience, and time spent with supervisees. 
Somewhat higher effectiveness ratings were obtained 
by supervisors who (a) were in the age range of 46 to 55, 
(b) were female, (c) spent 35 to 90 minutes a week with 
supervisees, and (d) had 16 to 20 years as a supervisor. 
This study supports prior research by Hunt and others which 
states that higher conceptual level supervisors are more 
able to adapt styles and are more flexible and creative. 
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The particular style or orientation utilized by the 
supervisor, his or her theoretical base or beliefs, and 
interaction opportunities combine to serve the needs of the 
novice teacher's uniquely varying dimensions of conceptual 
development. Assuming that one broad reform goal for educa-
tion is that of inspiring teachers toward greater effective-
ness with resultant higher pupil achievements and assuming 
further.the teacher's own personal growth is also a goal, .. 
then it follows that a challenge for supervisors at.the 
university level is to initiate and encourage that process 
of change. 
Supervision of novice teachers, both student 
teachers and beginning professionals, offers a dynamic 
opportunity for the supervisor to increase the competencies 
of those teachers. The skilled supervisor is able--t;o ' 
./ 
clearly assess the needs and behaviors of new teachers, 
/ 
and then to offer them direct and specific service. That 
service may come in the form of autocratic directives with 
perhaps evaluative measurements implied, or it may be a 
collaborative and advisory function, or service may be a 
clarifying and nondirective one. Specific assistance to 
teachers by supervisors during this time of economic 
curtailment, declining of student test scores and enroll-
ments, and increasing public calls for accountability and 
reform, demands that the supervisor be skilled in far more 
than mere technical tasks. 
2 
Today's particularly effective supervisor deals with 
the internal change of teachers rather than only technical 
1 or structural ones. Supervisors, if possessing requisite 
interpersonal skills and a high commitment toward flexibil-
ity, are in a strategic position to effect changes in 
teachers. 
Both student teachers and first-year professionals 
are in a vulnerable space where great internal changes occur. 
These new teachers often lose their idealistic notions and 
become more socialized. They tend to adopt the status quo 
of their surroundings. Their concerns for survival, strains 
of the multiple pressures of the system (i.e., to maintain 
discipline, and be viewed favorably by colleagues, principal, 
supervisor, and parents) and additionally to evaluate pupil 
and self progress, are all stressful. 2 The supervisor can 
enhance skill acquisition, may create tension and anxiety, 3 
1Thomas J. Sergiovanni, ed., Professional Super-
v~s~on for Professional Teachers (Alexandria, VA: Associa-
tion for Supervision and Curriculum Development, 1975), 
p. 9. 
2F. R. Fuller and 0. R. Brown, "Becoming a 
Teacher," in Teacher Education, Seventy-Fourth Yearbook of 
the National Society for the Study of Education, ed. K. 
Ryan (Chicago: Rand HcNally, 1975), pp. 25-52. 
CA: 
3Lennart Levi, Preventin~ Work Stress (Menlo Park, 
Addison-Wesley Publishing, 981). 
3 
or encourage independence and autonomy. 4 
In the words of Robert Goldhammer, in his Clinical 
Supervision: 
We are driven by images of teaching that enhance the 
learners' self-sufficiency and freedom to act; of super-
vision that facilitates such teaching and aims for a 
parallel condition in the teacher's own existence; and, 
finally, of a supervision in which the supervisor's own 
capacities for autonomous functioning are heightened by 
the very practice in which he himself engages.5 
In the cognitive developmental view, how a person 
changes or functions is essentially determined by the 
complexity of her or his cognitive structure. Piaget, 
Harvey, Hunt and Kohlberg are theorists who assume that an 
individual's actions are governed by an internal ~ediating 
cognitive process which will vary by age and stage of 
develop~ent. Glickman unites these theoretical positions 
into his Developmental Supervision construct to offer a 
specific and practical design in what he calls "Supervisor 
Behavior Continuum." 6 His model recognizes supervisors at 
the highest conceptual level as having a variety of stra-
tegies and techniques to offer students. Furthermore, 
Glickman suggests that supervisors may enhance their own 
4A. H. Yee, "Interpersonal Relationships in the 
Student-Teaching Triad," Journal of Teacher Education, 19 
(1968)' 95-112. 
5Robert Goldhammer, Clinical Su~ervision (New York: 
Holt, Rinehart and ~Vinston, 1969), p. 5 . 
6carl D. Glickman, Developmental Supervision 
(Alexandria, VA: Association for Supervision and Curriculum 
Development, 1981), p. 10. 
4 
growth in the utilization of his construct even as they 
inspire change in others. 
Work in developmental theory and practice has power-
ful implications for change in teacher education. Supervisors 
and teachers at higher more complex development stages appear 
more effective than peers at lower stages. Studies, as cited 
by Theis-Sprinthall, of physicians, counselors, school prin-
cipals and teachers, as well as a variety of other occupa-
tional groupings have consistently produced proven positive 
relationships between the individual's level of cognitive 
development, abstract thinking ability, and actual perform-
. 1 . . 7 ance ~n comp ex s~tuat~ons. 
The complexities in behaviors of teachers in the 
context of their developmental environments, as modified by 
the activities in which teachers engage, is a concern of 
McNergney as well. An awareness of the needs of teachers 
as they change over time supports their development. Also, 
modeling the kind of education supervisors advocate for 
children is essential to provide optimum growth of their 
teachers. 8 
7Lois Theis-Sprinthall, "Supervision: An Educative 
or Mis-Educative Process?" Journal of Teacher Education, 31 
(July-August, 1980). 
8 Robert F. McNergney, "Effects of Conceptual Level 
and Structure of Training Intervention Upon the Acquisition 
of a Teaching Model" (paper presented to the 8th annual 
meeting of the International Congress for Individualized 
Instruction, Boston, Mass., November 19, 1976). 
5 
In a similar vein the "practice promises the theory" 
states David E. Hunt. It is through experiencing adaptation 
and flexibility and being guided by a supervisor who "prac-
tices what he preaches" that teachers may be encouraged to 
grow in their own development. 9 
Supervisor and/or teacher development has been the 
focus on a number of studies. However, there have been a 
smaller number of studies of approaches to supervision with 
some focused on perceptions, and some focused on preferenceslO 
while others have examined the effects of two supervisorial 
1 d . t. d d' . 
11 approac es, Lrec Lve an non LrectLve. There appears to 
be a gap however in research regarding three orientations, 
directive, nondirective, and collaborat~ve, along with 
comparisons among the recipiehts of the specific approach. 
That is, there are no studies to date which compare the 
match of conceptual level, preference for style, and the 
three orientations. The current investigation addressed 
this need in an exploratory descriptive study of student-
teacher beliefs of effective supervision style in relation 
9David E. Hunt, "Theorists Are Persons Too: On 
Preaching What You Practice," in EncouraE;ing Student 
Development in College, ed. C. Parker (MLnneapolis: 
University of Minnesota Press, 1978). 
10Arthur Blumberg and E. Amidon, "Teacher Perceptions 
of Supervisor-Teacher Interaction," Administrator's Notebook, 
14 (September, 1965), 1-8. 
11 Nancy Lorsch, "Teacher Assistant Training: The 
Effects of Directive and Non-Directive Supervision" (unpub-
lished paper, University of California, Santa Barbara, 1982). 
to student-teacher conceptual level as an influencer for 
university supervisor style orientations. 
Statement of the Problem 
6 
The purpose of this study was to discover if there 
was any discernible relationship between the supervisor's 
style, conceptual level, and supervisor rated effectiveness. 
The problem of this study then, was to analyze supervisorial 
style orientations among university supervisors of student 
teachers, and further, to compare these findings with student 
teacher expressions of which styles were most effective. 
Additionally, relationships were. examined among variables of 
supervisors of single-subject and multiple-subject areas, 
gender, years of experience, number of supervisees, time 
spent with supervisee, and the rated effectiveness of the 
supervisor by the student teacher. Specifically, the study 
attempted to answer the following questions: 
1. When there is a conceptual level match between 
supervisors and student teachers, are there high effective-
ness evaluations? Also, what are the different levels of 
effectiveness for the various conceptual level matches? 
2. What is the conceptual level distribution among 
supervisors? 
3. When there is a style match between supervisor 
and student teachers are there high effectiveness evaluations? 
Also, what are the different levels of effectiveness for the 
various style matches? 
7 
4. What is the style distribution among super-
visors? 
5. Irrespective of the match, what are the different 
levels of effectiveness in relation to supervisor variables 
of number of supervisees, level of supervision, the minutes 
per weekly contact with supervisee, gender, age range, and 
years of supervision? 
Limitations 
Following are the limitations of this study: 
1. This study was limited to two large California 
universities.with similar teacher training programs. Both 
single-subject (secondary) and multiple-subjects (elemen-
tary) areas were part of the study. 
2. Supervisors were full-time personnel with a 
varied number of supervisees. Student teachers were limited 
to those in their final year (or semester) of student teach-
ing. 
Definitions of Terms 
The terms used in this study are defined as follows: 
Developmental Supervision: Guiding individuals to 
reach the stages which enable them to be more self-reliant 
and independent is the goal of developmental supervision, A 
supervisor recognizes teachers are at varied developmental 
8 
levels and therefore calls on a repertoire of strategies to 
best facilitate learning. 12 
University Supervisor: A faculty member who has the 
prime responsibility for improvement of instruction of the 
student teacher, and is also the liaison between the 
. h 1 d h . . 13 commun~ty sc oo an t e un~vers~ty. 
Student Teacher: The student who is in the final 
year or semester of the teacher training experience and 
expends his major energies in the culmination of the course 
program. 14 
Clinical Supervision: The framework for underst.and-
ing the variations of supervisory orientations. According 
to Cogan; as cited in Goldhamraer, 
First of all I ·mean to convey an image of face to face 
relationships between supervisors and teachers .... 
It further means supervision of actual practitional up 
close behavior, with detailed observational data, and 
an intensity of focus that binds the two together in 
an intimate professional relationship.15 
Developmental Supervision Behavioral Continuum 
St 1 0 . . 16 y es or r~entat~ons: (1) Directive includes the major 
behaviors of clarifying, presenting, demonstrating, directing, 
12Glickman, p. 6. 
13u · · f h P · f' n~vers~ty o t e ac~ ~c 
Teachers and Supervisors, Stockton, 
14student Teacher Handbook, 
University, Fresno, 1978, p. 4. 
15Goldhammer, p. 54. 
16Glickman, p. 10. 
Handbook for Student 
California, 1981, p. 1. 
California State 
9 
standardizing, and reinforcing .. (2) Nondirective includes 
the major behaviors of listening, questioning, encouraging, 
and presenting. (3) Collaborative includes the major behav-
iors of listening, presenting, problem solving, and negotiat-
ing (Figure 1) . 
Directive Collaborative Nondirective 
Figure 1 
Supervisor Orientation to Style 
Conceptual Level: A Stage or degree of development 
in interrelating and integrating complexities from concrete-
ness to abstractness 17 (Figure 2). 
More concrete 
Figure 2' 
Conceptual Level Stages 
Procedures 
More abstract 
The population for this study included all multiple-
subjects (Elementary) and single-subject (Secondary) super-
visors and all final-semester student teachers at two 
California universities, during Fall 1982. Two instruments 
an-
10 
were given to the full population at the start of the 
semester to assess Conceptual Level and Supervision Style. 
One instrument was given to student teachers only at the 
end of the semester to summarize supervisor effectiveness. 
Significance 
The outcomes of this study provided additional infor-
mation from which educational decision makers might draw 
specific data to support the social interactions that can 
lead beyond self-knowledge toward improved conditions for 
all. This additional.knowledge base strengthens the view 
that just as teachers are expected to work with the widely 
diverse individuals in their classrooms, can the supervisors 
do any less? Should they also grow in flexibilities and 
creative styles so they may better recognize the many unique 
teachers with whom they work? This study assumed that super-
visors desire and are capable of changing their own strate-
gies for self-improvements and given awareness of differing 
orientations or styles then they will do so. 
Summary 
This study proposed to discover the relationships 
and differences among student teachers' self-reported 
effective styles for supervision, student teachers' ratings 
of supervisor style effectiveness, and supervisors' stated 
beliefs about their own orientations. And further, it 
11 
examined conceptual level and style matches of supervisor 
and student teachers as potential influencers of supervisor 
effectiveness. 
This study is organized in five chapters. In 
Chapter 1, the purpose, limitations, definitions of terms, 
and assumptions were presented. Chapter 2 surveys the last 
twenty years of literature regarding conceptual level, 
supervisorial orientations, and teaching effectiveness. 
The methodology and procedures used to obtain the data are 
given in Chapter 3. Included are the development of the 
University Supervision Effectiveness Summary together with 
validity and reliability data for instruments used, data 
collection results, and the statistical treatment of the 
data. Chapter 4 contains an analysis and discussion of 
the data and findings from the statistical procedures. 
Lastly, Chapter 5 concludes with a summary of the study and 
recommendations for further research in this area. 
Chapter 2 
REVIEW OF THE RELATED LITERATURE 
When the artist is alive in any person, whatever his 
kind of work may be, he becomes an inventive, search-
ing, daring, self-expressing creature. He becomes 
interesting to other people. He disturbs, upsets, 
enlightens, and he opens ways for a better understand-
ing. . . . Where there is the art spirit there will be 
the happiness that is in the making.l 
As a description of the sensitive educational supervisor, 
this particular passage suggests a nature of supervision as 
many professionals may wish it to be. 
Fluid, inventive, and imaginative supervision 
requires a blend of the science known as teaching and the 
art and craft of it. Since the classroom.is a dynamic 
enterprise, no set of prescriptions can satisfy its demands. 
Specificity and rigid rules may produce technicians, but do 
not permit the intuitive and appreciative risk-taking that 
encourages adventurous or spontaneous experiencing. 
When rules cannot be used to decode meaning and when 
prescriptions cannot be used to control practice, the 
teacher must rely on art and craft. To function as an 
artist or a craftsperson one must be able to read the 
ineffable yet expressive messages of classroom life. 
It requires a level of "educational connoisseurship"--
the ability to appreciate what one has encountered.2 
1Robert Henri,' The Art Spirit (New York: J. B. 
Lippincott, 1960), p. 15. 
2Elliot.W. Eisner, 11The.Art and Craft of Teaching," 
Educational Leadership, . the. Journal of the Association for 
Supervision and Curriculum Development, 40 (January, 1983), 
ll. 
13 
Perhaps the supervisor cannot only appreciate teaching 
skills but also employ particular nuances of behavior that 
will offer a rich, exciting interplay among teacher, 
supervisor, and pupils so all benefit. The supervisor may 
affect the teacher in such dimensions that both teacher and 
supervisor may enjoy new growth in self-development. Such 
intrinsic rewards are not easily monitored by evaluation 
instruments; however, "a mutually satisfying relationship 
for teacher and supervisor can encourage an on-going 
dialogue for improvement."3 
Why is it that two classrooms--in which teachers use 
essentially the same instructional techniques and 
materials--are nonetheless strikingly different? What 
accounts for the fact that some classes are exciting 
and others are dreary? Why do students respond to 
one teacher with delight and to another with disdain, 
despair, or dread? The difference lies in the intan-
gibles of artistry. They go beyond style because great 
teachers neither function in the same way nor embrace 
similar beliefs about teaching.4 
The style of supervision may be varied from highly 
directive to nondirective to collaborative. It may exercise 
an inventive spontaneity, utilize a combination of styles, 
or be specific for the situation. Supervision style springs 
from the beliefs and cognitive conceptualizations available 
to the supervisor. The experiences of both teacher and 
3william H. Lucio and John D. McNeil, Supervision 
in Thought and Action (3d ed.; New York: McGraw-Hill, 
1979), p. 109. 
4Louis Rubin, "Artistry in Teaching," Educational 
Leadershi , the Journal of the Association for Su ervision 
and Curricu urn Deve opment, 0 (January, 
14 
supervisor have impact and affect upon teacher satisfaction 
of supervision. If supervision is to stimulate student 
teachers to new horizons of capability or to renew passions 
of energetic and enthusiastic teaching that may be dormant 
in the long-term educator, then supervisory practices must 
exhibit flexibility. Flexible practices are generated fro~ 
thinking ability that is capable of a wide range of abstrac-
tions. The concrete thinker requires more concrete struc-
tures, whereas the abstract thinker employs varying or few 
5 structures. The need for structure and the style of 
supervision is intertwined and can be understood through 
the conceptual systems theory. 
. . 
Conceptual systems theory,.as posited by Hunt, 
indicates a cognitive-developmental stage construct and 
forms the basis for this present study. Further elabora-
tions on the conceptual level are discussed in the second 
section of this chapter. 
Supervision effectiveness has been the continued 
focus of research for two decades. It has encompassed a 
range of studies from describing verbal behaviors of super-
visors6 and utilizing a category instrument such as Flanders 
5Bruce Joyce and Marsha ~veil, Models of Teaching 
(Englewood Cliffs, N.J.: Prentice-Hall, 1972), p. 300. 
6J. Rosseau, "A Study of Verbal Behaviors Engaged 
in by College Student Teaching Supervisors in Dyadic 
Conferences with Co-operating Teachers and Student Teachers" 
(Doctoral .dissertation, Syracuse University, 1969). 
15 
Interaction Analysis or MOSAICS by Weller7 to investiga-
tions of the specific techniques termed "process-product." 
Later studies have been conducted on teacher thinking. 8 
However, studies of supervisor implicit theories and belief 
systems have only recently been undertaken and have extreme 
importance to the context of the present study. A fuller 
discussion of supervision effectiveness concludes this 
chapter. 
In summary, the review of the literature is divided 
into the three broad categories that make up this study: 
supervision style, conceptual level, and supervision 
effectiveness. Supervision as a function of educational 
administration, an historical perspective of supervision, 
and supervisor style models are discussed in the first 
section. Studies of the conceptual level as related to 
supervisorial style are presented in the second section. 
Finally, this chapter concludes with supervision effective-
ness research and the linkage of supervision style and 
conceptual level. 
7R. Weller, Verbal Communication in Instructional 
Supervision (New York: Teachers College Press, 1971). 
8Kenneth M. Zeichner and Robert Tabachnick, "The 
Belief Systems of University Supervisors in an Elementary 
Student-Teaching Program," Journal of Education for 
Teaching, 8 (January, 1982), 34~54. 
16 
Supervision Style 
Supervision as one of the five functions of educa-
tional administration begins this section. An overview of 
the historical and sociological aspects of supervision is 
noted along with emergent styles of supervision. 
Supervision as a Function of 
Educational Administration 
Supervision is one of the five major functions for 
the operation of good schools. The other functions, as 
described by Harris, are general administration, teaching, 
management, and special service functions. Using a model, 
he indicated the degree of pupil-relatedness and 
instruction-relatedness of each endeavor. The functional 
area of supervision, according to Harris, includes those 
highly instruction-related but only remotely pupil-related 
endeavors. The work of supervisors, coordinators, consul-
tants, curriculum specialists, principals, and classroom 
teachers, as they influence instruction, is included. 
These endeavors are distinguished from teaching by their 
indirect impact on pupil learning. Supervision provides 
supporting services to the teaching function of highly 
instruction-related kinds. Supervision is a major function 
of the school operation, not a task or specific job or set 
of techniques. 9 
9Ben M. Harris, Supervisory Behavior in Education 
( 2d ed. ; Englewood Cliffs, N.J. : , Prentice-Hall, 197 5) , 
pp. 10-11. 
17 
The supporting services are designed to improve 
instruction at all levels of the school enterprise. Super-
visors are described as follows by Wiles: 
They help people hear each other. . . . They are, 
above all, concerned with helping people to accept 
each other, because they know that when individuals 
value each other they will grow through their inter-
action together and will ~0ovide a better emotional climate for pupil growth. 
To better understand the current practices and styles 
of supervision, it is helpful to briefly review the past. A 
glimpse of recent history offers a perspective of the ways 
certain supervisorial styles have emerged. 
An Historical Perspective 
of Supervision 
The supervisorial function has changed over the 
decades and parallels the development of American education. 
Supervision in American schools from 1642 to the late 
nineteenth century was school rather than instructional 
supervision. Local officers, special committees, or other 
laymen were designated as supervisors to inspect the physical 
plant and make judgments about the teachers. Lucio and 
McNeil refer to this period as the "Period of Administrative 
Inspection." The concept of helping the teacher was not 
practiced during this time. 
The "Period of Efficiency Orientation," beginning 
in 1876 and extending to about 1936, saw supervisorial 
1°Kimball Wiles, Supervision for Better Schools 
(3d ed.; Englewood Cliffs, N.J.:· Prentice-Hall, 1975), 
p. 32. 
18 
functions shift from lay persons to professional personnel. 
A head teacher or principal was named to help visit class-
rooms and apply pressure to find something to improve. Many 
new subjects were introduced during this time with teachers 
unprepared to teach the enlarged curriculum. During this 
period more emphasis was given to instructional supervision, 
as specialized supervisors were added to demonstrate 
instruction in the new subjects. The key word during this 
time was "efficiency." The theory of supervision continued 
to be one of inspection with the idea of supervision as the 
11 transmission of superior knowledge. 
Supervision in the public schools has been the 
simultaneous ward of many institutions: the·school board, 
the superintendency, state normal schools, state. departments 
of education, state universities, and regional college 
accrediting associations. Supervision grew and took on new 
functions such as "the improvement of instruction" and 
"course of study construction" by 1920. 12 
This period of efficiency spawned the scientific 
form of leadership, and continues influential today. 
Scientific management in industry originated practices of 
tight hierarchy, organization, and evaluation, which then 
11w. H. Lucio and J. D. McNeil, Supervision: A 
Synthesis of Thought and Action (New York: McGraw-Hill, 
1962). 
12J. Minor Gwynn, Theory and Practice of Supervision 
(New York: Dodd, Mead, 1961), pp. 3-19. 
•• • ll 
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filtered into educational administration to become the 
science of teaching. These supervisors regarded research 
of analytical teaching behaviors as a means to bring order, 
economy, and stability to the schools. Lucio and McNeil 
described scientific management as a proposition to alter 
the personal relations between supervisors and teachers. 
Instead of the supervisors directing the methods of the 
teachers in an authoritatively personal and arbitrary 
manner, supervisors would find educational laws that govern 
teaching: 
Neither was to be personally over the other, for both 
teacher and supervisor were under the law of science. 
It was the supervisory staff which was to have the 
largest share in the work of determining proper methods. 
The burden of finding the best methods was too great 
and too complex to be laid on the shoulders of teachers . 
The teacher was expected to be a specialist in the 
practice that would produce the "product"; the super-
visor was to specialize in the science relating to the 
process. Supervisors were to (1) discover best proce-
dures in the performance of particular tasks and (2) 
give these best methods to the teacher for their 
guidance.l3 
Responsibility for supervision of instruction during 
the "period of Cooperative Group Effort" (1937-1959) was 
shared by principals, special supervisors, assistant super-
intendents of instruction, curriculum coordinators, consul-
tants, and probably other titles. 14 The concept of 
supervision as democratic, cooperative, and creative guided 
the practice. Human relations supervision had its origin 
13 Gwynn, p. 8. 
14Lucio and McNeil, p. 8. 
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during this period, due in part as a reaction to the previous 
predominance of the evaluation and inspection form of super-
vision and administration. Supervisors worked to create a 
feeling of satisfaction among teachers by showing concern for 
them as people. It was assumed that a satisfied staff would 
work harder and would be easier to work with, to lead, and 
to control. 
Supervision began to be conceived of as guidance. 
Kyte defined supervision as "the maximum development of the 
teacher into the most professionally efficient person she 
is capable of becoming."15 The basic principles of 
democratic supervision included protecting the integrity 
of the individual teacher, releasing and sustaining her 
talents, and techniques that stressed warmth, friendliness, 
and a shared leadership. Shared decision making let 
teachers know that they were appreciated. Kimball Wiles, 
perhaps the best known advocate of human relations practices 
in supervision, noted, "Supervisor's role has become support-
ing, assisting, and sharing rather than directing."16 
The availability of federal grants, competition with 
foreign countries in space research, and technological 
advancements were factors which led to the "Period of 
15G. C. Kyte, How to Supervise (Boston: Houghton 
Mifflin, 1930), p. 45. 
16wiles, p. 127. 
.. 
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Research Orientation," 1960-1970. 17 Responsibility for 
supervision continued to be that of principals, general and 
special supervisors, curriculum directors or coordinators. 
In addition to these persons, positions such as director of 
research, director of federal programs, and public relations 
specialists became widespread in school districts. Programs 
were centered in cooperative study enterprises with the 
addition of community participation. Research efforts were 
directed toward role perceptions of administrative and 
supervisory personnel, as well as evaluation measurements 
of various federal programs. 
The persons performing the supervision were often 
referred to as i'change agents." Blending the strengths of 
the scientific and the democratic types of supervision into 
a particular model, yet differing from the human relations 
one, was the human resources model proposed by Sergiovanni 
and Starratt in 1971. The authors described their model, 
in part: 
Human resources supervisors view satisfaction as a 
desirable end toward "~;vhich teachers will work because 
of their commitment and ownership due to shared deci-
sions. The human resources supervisor assumes that 
better decisions will be made and the likelihood of 
success at work, an entecedent to school effectiveness, 
will increase. Human resources views seek to better 
integrate thS needs of individuals with the work of 
the school.l 
17Lucio and McNeil, p. 8. 
18 Thomas J. Sergiovanni and Robert J. Starratt, 
~S~u~p,e_r_v_i,s,l~·o,n~=~~H~u~m~a~n __ P_e_r~sp~e_c_t_i_v_e __ s (2d ed.; New York: 
McGraw-Hill, 1979) , p. fO. 
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Teacher satisfaction was an issue that had roots in the 
economic and societal conditions of the times. 
The seventies saw a gradual decline of federal 
funding and an upswing of public demands for accountability 
in all sectors of educational endeavors. Pupil enrollments 
dropped and fewer new teachers were hired. Longer term 
teachers required new boosts of revitalization due to 
lowered morale or burnout, and additional training to keep 
pace with the technological advances. 
Budgetary cuts forced an actual reduction of 
personnel, including supervisors. Once-designated super-
visors either returned to the classroom, left the profession, 
or were assigned additional duties that required multiple 
and complex problem-solving abilities. California legis-
lative officer James Donnelly, in speaking of financial 
reform needed for the California school system, stated: 
~ 
The public schools have been surviving with atrocious 
cuts--yet surviving. Our major credit is that we've 
been able to continue to exist under the conditions 
we've been faced with in the past ten years. In 1972 
schools were in fairly decent shape. Since then it's 
all been downhill.l9 
Parents and other community groups called the entire 
educational system to task by insisting on a return to the 
basics, minority equal opportunity, competency testing, 
tough teacher evaluations, higher pupil achievement scores, 
19Kathleen Ludolph, "ACSAs Legislative Program: 
The Grassroots Approach," ACSA EDCAL (Newsletter of the 
Association of California School Administrators), 12 
(January 10, 1983), p. 1. 
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and a more rigorous scrutiny of the ever-shrinking dollar. 
Just as the general population faced work shortages, lay-
offs, and restricted earning power, so the university, as a 
part of the national schooling scene, received its measure 
of public criticisms. Reduced funding and limited educator 
recruitment efforts occurred. Higher education fees 
increased steadily through the decade and by 1983, for the 
first time in its history, the free two-year community 
colleges of California faced the grim prospect of charging 
d . . 20 stu ents tu~t~on. 
Current Supervision 
Style Models 
Today, twelve years after the human resources model 
of supervision was proposed, style practices among super-
visors are mixed. Historical influences and current 
conditions combine to create a resurgence of interest and 
vigor regarding supervision. Whereas Mosher and Purpel 
called supervision "the reluctant profession"21 a decade 
ago, yet recognized the importance of it, perhaps the 
authors also challenged all supervisors to a reawakening 
of leadership and new purpose. 
Regularly, educational professional journals carry 
articles featuring some aspect of supervision. Thirty new 
20 "Colleges to Require Tuition," The Fresno Bee, 
January 9, 1983, p. A-6, col. 3. · 
21Ralph L. Mosher and David E. Purpel, Supervision: 
The Reluctant Profession (Boston: Houghton Mifflin, 1972). 
books on supervision have been published during the last 
ten.years, 22 and despite economic curtailments, there 
appears to be a renewed interest and status given to 
. 23 
superv~sors. 
Public school supervisors, along with university 
supervisors of student teachers, seem eager to accept 
sensible and useful ways of offering more effective ser-
24 
v~ce for the dollar .. 24 I dd"t" · ·  n a ~ ~on, superv~sors recogn~ze 
their own responsibilities in upgrading their skills if 
they are to meet the public demands of better schools for 
a better society. 25 
22Titles listed in Cumulative Book Index Literature, 
Volumes 1973-1982 (New York: Wilson Co.) 
23wayne Worner, "Survival Kit for Supervisors," 
Educational Leadershi : Journal of the Association for 
Supervision an Curricu urn Deve opment, January, 82), 
258-59; Madeleine Grunet, "The Line Is Drawn," Educational 
Leadershi : Journal of the Association for Su ervision and 
Curriculum Development, 0 January, 19 3 , 9-3 . 
24I . . th . . t . ( nterv~ews w~ un~vers~ y superv~sors . see 
Appendix D); Carl E. Rickhardt, "Supervisors and the Power 
of Help," Educational Leadership: Journal of the Association 
for Supervision and Curriculum Development, 38 (April, 1981), 
531-33; John N. Mangieri and David R. Mclililliarn, "The What, 
How, and When of Professional Improvement," Educational 
Leadership: Journal of the Association for Su~ervision and 
Curriculum Development, 38 (April, 1981), 535-7; Karolyn J. 
Snyder, "Clinical Supervision in the 80's," Educational 
Leadershi : Journal of the Association for Su ervision and 
Curriculum Development, 3 April, , 3 - ; Virginia 
B. Hatch, "Creative Supervision of Headstart Centers," Admin-
istration: Haking Programs Work for Children and Families, 
ed. Dorothy Hewes (Washington, D.C.: National Association 
for the Education of Young Children, 1979), pp. 141-48. 
25Robert H. Anderson, "Creating a Future for Super-
vision," rupervision of Teaching, 1982 Yearbook, ed. Ronald 
Brandt (A exandria, VA: Association for Supervision and 
Curriculum Development, 1982), p. 190. 
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Various authorities categorize the types of super-
vision differently. Styles generally take their emphasis 
from three groupings: authoritarian, laissez-faire, and 
democratic. 26 
The authoritarian style stems from the inspector 
activity of early supervision history. Since there was no 
attempt at assisting teachers, the purpose was to rate them 
and to determine the extent to which teachers were carrying 
out their assigned duties. 
A form of authoritarian supervision assumes that 
all students should learn a certain amount and kind of 
knowledge and that the supervisor knows what that knowledge 
is. This coercive supervisor's goal is to have teachers do 
,,·" 
th . h' 27 1.ngs 1.s way. · 
The laissez-faire form of supervision abdicates all 
leadership for improvement of instruction as no guidance is 
given to the teacher. It fails to provide assistance or 
stimulation and may result in the teacher believing there 
is no concern or interest in her or his work. 
The democratic method of supervision involves 
examination of the entire teaching-learning environment and 
takes into account the wide spectrum of human relationships 
26oscar T. Jarvis and Ezra R. Pounds, Organizing, 
Supervising and Administering the Elementary School (West 
Nyak, N.Y.: Parker Publishing, 1969), p. 175. 
27Jarvis and Pounds, p. 175. 
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and group process techniques. The emphasis in this type 
of supervision is on cooperative teacher planning to solve 
problems and issues. 28 Sergiovanni's human resources 
model, clinical supervision as defined by Goldhammer, and 
other such collegial models are democratic. 
Supervisors behaving in the authoritarian style 
would treat all teachers in a standard pattern. Clearly 
stated performance objectives would be set so supervisors 
could develop structured observational tools to quantify 
teachers' behaviors by which to judge them. Specific 
rewards would be given for goals accomplished. Authori-
tarian supervisors would be direct, telling teachers 
specifically what to do. Highly task oriented, authori-
tarian supervisors would have control over teachers, based 
on the authority of legitimacy (law, policy, administered 
codes, rules, manuals, etc.) and position. 29 The use of 
criteria, checklists, and other rating devices would 
clarify improvement needs of the teacher. Direct super-
visors would be skilled in techniques of behavior modifica-
tion, data analysis, and research design. This approach 
does not, however, permit input from the teacher. Also, 
all variables may not be easily observed or measured, and 
28Jarvis and Pounds, p. 175. 
29carl D. Glickman and James P. Esposito, Leader-
ship Guide for Elementary School Improvement (Boston: 
Allyn and Bacon, 1979), p. 112. 
30 'teacher morale may be affected adversely. 
The laissez-faireJ or nondirectJ style of super-
vision would initially create an atmosphere of trustJ an 
honest exchange of ideasJ preferencesJ and feelings. The 
27 
opportunity for the teacher would be one of sharing in the 
planning for goals and expectations and the design for 
progress. Observation by the nondirective style super-
visor would be nonthreateningJ frequentJ and value the 
situation. Appraisal would be a cooperative endeavor with 
both supervisor and supervisee agreeing on future expecta-
tions. The focus would be on strengths and skills of the 
teacher. The supervisor would act as questionerJ facili-.. 
tatorJ and resource person. The nondirective supervi~or 
would know success if all persons would have emerged from 
their tasks: (a) realizing that each has taken self-
responsibility, self-management, and decision-making; (b) 
feeling emotionally enhanced and intellectually richer; 
and (c) emerging more fully as self-actualizing human 
beingsJ as fully human as they can possibly be. 31 
This style may result in high level of teacher 
morale. The supportiveness given by nondirective super-
visors may be seen by teachers as an opportunity to be less 
productive, however. Such teachers may want or need 
30Glickman and Esposito, p. 114 
31Glickman and Esposito, pp. 122-23. 
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direction and structure and to know "where they stand" in 
. . h h 32 compar~son w~t ot ers. 
Democratic or collaborative style of supervision 
would involve both direct and nondirect behaviors. Super-
visors would give teachers their own opinions and 
suggestions, and ask teachers to give theirs. Supervisors 
patterns' would remain static with some teachers and 
changeable with others. They would select from a wide range 
of techniques those that they would consider to be the most 
appropriate for the person and the situation. Observation 
in the classroom would be to collect data that would be 
both objective and subjective, cognitive and affective. 
Their interactions would be based on both their own and the 
teachers' analyses of data. 
These supervisors see things in holistic ways. 
They possess the intuitive skill to know what methods to 
use with different individuals, based upon their understand-
ing of a broad range of learning and teaching styles. 
The strategy of supervision capturing this 
collaborative style is termed clinical supervision by 
Goldhammer. 33 Simply stated, there are five steps: 
1. Preobservational conference. This is intended 
to promote positive supervisor-teacher relationships and 
32Glickman and Esposito, pp. 122-23. 
33Robert L. Goldhammer, Clinical Supervision: 
Special Methods for the Supervision of Teachers (New York: 
Holt, Rinehart, and Winston, 1969). 
.. 
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to share role responsibilities and expectations. A contract 
is made identifying the objectives and form of data collec-
tion. 
2. Observation. The supervisor observes in the 
classroom what was agreed upon in the prior conference. 
3. Data analysis. The supervisor analyzes the 
data and prepares to present them to the teacher. 
4. Postobservation conference. The supervisor 
shares the data and any personal impressions, and the 
teacher has an opportunity to react and offer his own 
ideas. Together, they plan a course of future action. 
5. Critique. Both teacher and supervisor consider 
the previous process, share their reactions, and consider a 
time for the next cycle. 
In his final chapter Goldhammer states: 
We need a supervision whose effect is to enhance and 
to actualize and to fulfill ... the teacher's own 
experiential frameworks ... . 
. . . . . . . . . . . . . . . . . 
. . . such a supervision must remain open instead of 
closed; it must result in discoveries and must name its 
own directions. . . . Both the supervision itself ~nd 
the teaching behaviors must be basically creative.34 
The strength of the collaborative supervision style 
is the shared responsibility that promotes high levels of 
teacher morale. Supervisors implementing a leadership 
approach which has emphasis on both task production and 
34 Goldhammer, p. 368. 
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people concern are more likely to achieve what Argyris has 
labeled organizational self-actualization. 35 
Industrial Influences for 
Educational Administration 
How supervisors come to practice their own style of 
supervision, whether it tends to be more dominantly direc-
tive, nondirective, or collaborative, depends upon their 
management philosophies and also their assumptions about 
supervision. For example, McGregor's Theory X stated 
beliefs influencing supervisorial assumptions are: "(a) 
The average worker lacks ambition, dislikes responsibility 
and prefers to be led; (b) He is inherently self-centered, 
indifferent to organizational needs; and (c) He is resistant 
to change."36 A supervisor whose beliefs are in agreement 
with Theory X would practice directive behaviors of control-
ling, manipulating, and paternalism. 
An approach fitting the collaborative style more 
closely is McGregor's Theory Y with the assumption that 
people are neither inherently passive nor resistant to 
organizational needs. They are capable of responsibilities 
and can direct their own efforts to achieve goals, provided 
that organizational management provides conditions and 
35chris Argyris, Integrating the Individual and 
the Organization (New York: John Wiley, 1964). 
36 . 
Douglas McGregor, The Human Side of Enterprise 
(New York: McGraw-Hill, 1960), p. 5. 
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opportunities for workers to do so. These supervisors 
encourage37 workers to participate in important and routine 
decisions. In a comparison chart of both theories (adapted 
from the industrial model to an educational one by 
Sergiovanni), the human resources model reports to Theory Y, 
it is expected that "Faculty satisfaction and student satis-
faction will increase as a by-product of improved performance 
and the opportunity to contribute creatively to this improve-
ment. " 38 
A theory that suggests a style of democratic 
supervision compatible with the needs of university super-
visors in their work with student teachers is Theory Z. 
Among the characteristics of a Theory Z organization, 
according to Ouchi, are individual responsibility, holistic 
concern, and consensual decision making. Ouchi also urges 
d . . t t t '1' t d . . 39 8 . a m~n~s ra ors to u ~ ~ze rust an ~nt~macy. uperv~sors 
who practice such behaviors foster student teacher indepen-
dence. 
Related to Theory Z is the human relations orienta-
tion theory posited by Reddin. His theory proposes that the 
effectiveness of any given style can only be understood 
within the context of the situation. Depending on various 
Wesley, 
37 8 . . 103 erg~ovann~, p. . 
38 8 . . 105 erg~ovann~, p. . 
39william Ouchi, Theory Z (Henlo Park, CA: 
1981), pp. 5-9, 157-58. 
Addison-
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settings, a style might be more appropriate in one instance 
than in another. A key to his theory is that the same style 
expressed in different situations may be effective or 
. ff t' 40 J.ne ec J.ve. 
Within the five major leadership styles plotted by 
industrial psychologists Blake and Mouton, the style which 
depicts the highest concern for people and also the highest 
concern for production is labeled team management. 41 
Supervisors functioning within the collaborative style, 
therefore, seem to practice team management, which would 
lead to more feelings of satisfaction for all. 
Summary . ' 
Supervision style can be restrictive rather than· 
growth inducing to both the supervisor and the teacher if 
the supervisor is limited in her or his choice of practices. 
Glickman points out the need for "flexing" in order to meet 
the individual differences and needs of student teachers. 42 
Flexible and adaptable styles, whether directive, non-
directive, or collaborative, promote teacher development 
and harmony. Flexibility, hmvever, requires a high degree 
40w. J. Reddin, Managerial Effectiveness (New York: 
McGraw-Hill, 1970). 
41 . Robert Blake and Jane Mouton, The Managerial Grid 
(Houston: Gulf, 1964). 
42carl D. Glickman, Developmental Supervision 
(Alexandria, VA: Association for Supervision and Curriculum 
Development, 1981). 
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of conceptual complexity. Cognitive conceptual complexity 
is but one aspect of the Conceptual Systems Theory, which 
will be discussed in the next section. 
Conceptual Systems Theory: Integration 
of Varied Factors 
This section of the literature review is comprised 
of three areas. The first area of review is the nature of 
concepts. The second area reviews studies related to 
conceptual complexity. The final area of the Conceptual 
Systems Theory literature is concerned with the environ-
mental match or nonmatch problems. 
The general theme throughout this chapter is the 
importance of supervisor integration of complex skills in 
order to maximize his or her effectiveness for teacher 
improvement. Also, improvement results in more than mere 
technical competence alone. That is, hopefully improvement 
may develop into real creativity and self-actualization. 
This, of course, is aimed at instruction being so varied, 
interesting, and challenging as to motivate pupils to sound 
learnings and achievements. 
With this broad view in mind, questions that may be 
posed are: What is it in the personality that encourages 
the creative art spirit? Can the supervisor of (student) 
teachers learn to flex his or her style in ways to offer 
an environment that will assist in the development of the 
teacher to move past minimal prescriptive or technical 
34 
teaching and strive toward artistry? In the same vein, can 
the supervisor also, in his own flexing, become more self-
actualizing? 
Hunt and his associates have demonstrated.the 
relationship between the conceptual level of teachers and 
both their natural styles of teaching and preference for 
training environments. 43 The degree of self-actualization 
may combine with conceptual level to help explain how 
teachers learn. Adapting strategies to create a learning 
environment that will provide for the different pupils in 
their charge requires a very high stage of conceptual 
thinking. Integrating a wide array of ideas from many 
sources of study an~ experiences is, very simply stated, 
what the conceptual level defines. Cognitive complexity, 
to use Hunt's term, describes the way in which a person 
relates to the environment. Conceptual complexity describes 
the extent to which a learner has progressed beyond the 
stage of undifferentiated, simplistic concrete thought to 
more highly integrative, abstract thinking. 
The research by Harvey, Hunt, and Schroeder44 has 
intense implications for supervision. Not only is the entire 
spectrum of conceptual level meaningful for teachers at 
43David E. Hunt and Edmund Sullivan, Between 
Psychology and Education (Hinsdale, Ill.: Dryden Press, 
1974). 
44o. J. Harvey, David E. Hunt, and Harold M. 
Schroder, Conceptual Systems and Personality Organization 
(New York: John Wiley, 1963). 
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their various stages of growth, but to the supervisor who, 
hopefully, also is continuing to discover and modulate her 
or his own approaches to differing student teacher needs. 
In describing conceptual level, Hunt states: 
Conceptual Level is a characteristic based on a 
psychological personality theory that describes persons 
on a developmental hierarchy of increasing conceptual 
complexity, self-responsibility, and independence. As 
a basis for optimizing the teaching/learning process, 
Conceptual Level is suited to deal with the complex 
issues of adaptation of instruction, meeting student 
needs and information processing or teaching style.45 
Making Connections: The 
Nature of Concepts 
Concepts are systems of ordering to link stimuli 
with responses. Concepts provide an individual with a system 
for breaking down (differentiating) and organizing (integrat-
ing) the environment into factors which are psychologically 
relevant. Harvey, Hunt, and Schroder define concepts as 
" ... perceptual and behavioral constancies which an 
individual develops and which stem from his standardized 
evaluative predilections toward differential aspects of the 
external world." 46 
There are three processes involved in the formation 
of concepts. The first is differentiation, or the breaking 
down of wholes into their elements. The second is 
45navid E. Hunt, "Conceptual Level Theory and 
Research as Guides to Educational Practice," Interchange, 
8, No. 4 (1977-78), 78. 
46 Harvey, Hunt, and Schroder, p. 1. 
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integration or grouping, the recognition of common charac-
teristics and grouping elements of the basis of similarities. 
The final process is categorizing, which encompass diverse 
objects and events and deciding which sets of items belong 
in which category. 
The degree of complexity involved is dependent 
upon the number of attributes of information identified 
during differentiation and the ability to form a variety 
of integrations based on this array. 47 If the external 
stimuli cause some sense of disequilibrium, the individual 
either modifies (accommodates) an existing conceptual frame-
work or rejects the stimuli. 48 
Flexibility to Rules: 
Abstract-Concrete 
Properties 
The degree of abstractness or concreteness is the 
most important structural characteristic of a conceptual 
system. L~9 The differences between abstract and concrete 
ways of ordering the world are essentially variations in 
magnitude. 
47Gareth S. Gardiner and Harold M. Schroder, 
"Reliability and Validity of the Paragraph Completion Test: 
Theoretical and Empirical Notes," Psychological Reports, 31 
(1972), 959-62. 
48 . 
Harvey, Hunt, and Schroder, 1961. 
49Lawrence A. Pervin, Personality: Theory, Assess-
!llent, and Research (New York: John Wiley, 1970), pp. 372-74. 
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The properties of abstractness and concreteness 
can be identified. 5° First is the definiteness with which 
a concept has been delineated, or the degree of ambiguity 
or clarity of a concept. Concreteness is incapable of 
within-concept distinctions; it treats many situations which 
contain basic differences as if they were similar. Second, 
interrelatedness/compartmentalization refers to the degree 
of connectedness among elements. This relates to the amount 
of integration which occurs once differentiation has taken 
place. The third property is centrality-peripherality, or 
the degree of dependence of other concepts or parts of a 
conceptual system upon a given element. There is an 
optimal. .. Q.egree of centrality at which abstract functioning 
occurs. Too much centrality can result in a narrow latitude 
of acceptance and less differentiation within a stimulus 
domain. The fourth property, openness-closedness, will be 
discussed in greater detail later in this chapter. Briefly, 
it concerns the receptivity of a system to deviant elements, 
the capacity to admit stimuli which cause a degree of 
disequilibrium. 
Concrete functioning is characterized by less self-
delineation, greater tendency toward extremes, and less 
50Lawrence Fedigan, "Conceptual Systems Theory and 
Teaching," Educational Leadership: Journal of the Associa-
tion for Supervision and Curriculum Development, 31 (May, 
1973), 765-68. 
flexibility in problem solving. 51 Greater concreteness 
tends to be accompanied by absolutism and categorical 
thinking, by greater belief in external causality and 
oughtness of rules. 52 
The greater an individual's abstractness the 
greater his or her ability to consider alternatives, to 
transcend immediacy and move into the temporally and 
spatially remote, to relate facets of the world in terms 
of their interrelatedness. 53 As a person progresses 
38 
toward greater abstractness, he or she orders the world in 
a more relativistic, less stereotypic, fashion. Abstract 
conceptual structure is associated with creativity, greater 
stress tolerance, flexibility, and a broader array of 
' b h. . 54 B . h b . cop~ng e av~ors. ecause t e more a stract person ~s 
more capable of generating his or her own concepts and is 
better able to consider alternatives, he or she requires a 
51Fedigan, pp. 765-68. 
52 Harvey, Hunt, and Schroder, 1961. 
53navid E. Hunt, Bruce R. Joyce, Jo Ann Greenwood, 
Joyce E. Noy, Roma Reid, and Marsha ~-Jeil, "Student 
Conceptual Levels and Models of Teaching; Theoretical and 
Empirical Coordination of Two Models," Interchange, 5 
(1974), 19-30; Harvey, Hunt, and Schroder, 1961. 
54Harvey, Hunt, and Schroder, 1961; David E. Hunt, 
"A Conceptual Systems Change Model and Its Application to 
Education," in Experience, Structure, and Adaptability, ed. 
0. J. Harvey (New York: Springer Publishing, 1966), pp. 
277-302. 
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less structured environment and usually prefers tasks with 
1 . 55 greater comp ex~ty. 
An extremely concrete person is unable to take the 
role of another. He or she experiences the external world 
and his or her own wishes, dreams, and desires as continuous. 
The more abstract person is better able to shift behavior 
from one type of task demand to another as the situation is 
altered. She or he is able to plan ahead more effectively, 
to move beyond the assumption of the attitude of the limited 
'b'l' 56 poss~ ~ ~ty. 
In a number of studies, concreteness to abstractness 
has b~en compared to related variables. Low correlations 
(.20) have been found between conceptual level and intelli-
gence scores. 57 In relation to social class, there is 
greater variability of conceptual level in lower class 
samples, with more lower class students at the lowest of 
the conceptual levels. A relationship between academic 
achievement and conceptual level has been reported by Hunt. 
For example, in the social sciences and humanities where 
55 Hunt, Joyce, Greenwood, Noy, Reid, and Weil, 
1974. 
56Harvey, Hunt, and Schroder, 1961. 
57David E. Hunt, "A Conceptual Level Matching 
Model for Coordinating Learner Characteristics with Educa-
tional Approaches," Interchange, 1 (1970), 68-82. 
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critical thinking and analysis are required, there are 
. . 1 . 58 pos1t1ve corre at1ons. 
From Rules to Independence: 
Conceptual Stages 
A general description of four levels of conceptual 
complexity was first identified by Harvey, Hunt, and 
Schroder. The progression through stages may be described 
in functional or behavioral terms. At Stage I things are 
accepted as absolutes. Behavior is characterized by sensi-
tivity to limits, to what is tolerated and not tolerated. 
Stage II is characterized by conflict between compliance and 
opposition. It is imperative that the individual be able 
to resist external control in order to develop and use 
internal control. Transition between Stages II and III 
requires an individual be able to both oppose external 
control and to redevelop a dependence on external support 
and help. A Stage III person is able to view other persons 
more in terms of the other's st~ndards experience and less 
in terms of self-motives. The person obtains satisfaction 
·from mutuality. To move into Stage IV, the individual must 
move from dependence on standards of others to self-autonomy. 
At Stage IV, there is greater resistance to stress due to 
an openness to a variety of conflicting forms of subject-
58navid E. Hunt, "A Conceptual Level Matching Model: 
A Revision," Matching Models in Education, Monograph Series 
No. 10 (Toronto: Ontario Institute for Studies, 1974), pp. 
33-45. 
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object relatedness. "Abstract functioning is characterized 
both by the availability of alternate conceptual schemata as 
a basis for relating and by the ability to hold a strong 
view- or attitude that does not distort incoming information."59 
Toward Spontaneity: 
Closed-Open Thinking 
Closed systems of thoughtmay be similar to convergent 
thinking in that they are geared toward finding the one 
correct answer. Open systems are more similar to divergent 
thinking which probes the novel and the unusual, using 
spontaneous flexibility as a search method.~0 
Whether an educator attempts to match an educational 
approach to the learner's predominant conceptual mode or 
chooses, rather, to create disequilibrium by presenting a 
mismatch is a key facet of this particular study. The 
ultimate goal of the supervisor who views development as the 
aim of education is to increase conceptual level. One 
difficulty may be that of a student teacher being locked in 
his own closed system and therefore a major thrust for the 
supervisor is to assist in stretching the student toward 
the higher stage. In order to do this, one must provide an 
optimal environment, according to Hunt. There must be 
emphasis upon intrinsic acceptance and valuing the person 
York: 
59 Harvey, Hunt, and Schroder, p. 109. 
60Milton Rokeach, The Open and Closed Mind (New 
Basic Books, 1960). 
for what that person is rather than what he or she can 
1 . h . 1 . 1 't . 61 accomp LS Ln re atLon to some externa crL erLon. 
Measurement of Conceptual 
Complexity 
42 
A survey of test measurements reveals the limited 
number available to assess conceptual complexity. Several 
measures have been used to look at certain dimensions, but 
none except the Hunt Paragraph Completion Method (PCM) 
appears to fully measure the structure. Others have been 
62 criticized for measuring only content. 
The PCM is a semiprojective instrument measuring 
integrative complexity, primarily in the area of interper-
sonal relations. Sentence stems sample cognitive processes 
in area of conflict ("When I am criticized'') interpersonal 
uncertainty ("When I am not sure") and authority ("What I 
think about rules"). Hunt and Schroder used slightly 
differing scoring techniques; however, score rules are 
similar. The lowest score is given to those responses 
which are generated by a single rule. The next lowest score 
is given when alternative rule structures are available, 
but there is only a slight increase in the evidence of 
conditionality, probability, and alternatives. The next 
61Hunt, 1971. 
62Jerome Kagan and Nathan Kagan, "Individuality and 
Cognitive Performance," in Carmichael's Manual of Child 
Development (Vol. 1), ed. P. H. Mussen (New York: Wiley, 
1970), pp. 1286-90. 
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to the highest score is assigned to responses which use 
comparison rules for considering the joint outcome of these 
different alternatives. The highest score is given to those 
responses which take into consideration causality and which 
"d 1 . . . d 1 . 1 h" k" 63 M evl ence re atlVlStlc an re atlona t ln lng. ore 
detailed information related to the scoring rules used for 
the PCM administered in this study is considered in 
Chapter 3. 
Stress Reduction and Creativity 
in Conceptual Complexity 
The relationship between conceptual systems and 
belief systems has been the primary focus of 0. J. Harvey. 64 
The four stages _of conceptual complexity outlined earlier 
are described in terms of four belief systems. The System I 
person believes in rules and roles and has a strong belief 
in tradition and truth. Also, the System I (Harvey) is 
incapable of changing set or acting creatively when under 
65 stress. The System 2 person has negative attitudes toward 
63Harold M. Schroder, Hichael J. Driver, and 
Siegfried Streufert, Human Information Processing (New York: 
Holt, Rinehart, and Winston, 1967). 
64 0. J. Harvey, "Beliefs and Behavior: Some Impli-
cations for Education," The Science Teacher, 37 (December, 
1970), 10-14, 73. 
65o. J. Harvey, "Ends, Heans, and Adaptability," 
in Ex erience, Structure and Ada tabilit , ed. 0. J. Harvey 
(New Yor : Sprlnger u lSllng, , pp. 3-12; 0. J. 
Harvey, "System Structure, Flexibility, and Creativity," 
in Ex erience, Structure and Ada tabilit , ed. 0. J. Harvey 
(New York: Springer Publishing, 1966 , pp. 39-65. 
.. · .. 
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traditions and social referents. He or she has low self-
esteem and low trust levels with alienation from authority. 
The System 3 individual has a need to control others 
through dependency relationships and disguises this need as 
a desire or need to help others. 66 
The System 4 person is the most abstract and open-
minded with a problem-solving orientation. He or she has 
a higher ability to change set, withstand stress, and to 
b h . 1 67 e ave most creat~ve y. Development toward System 4 is 
the most desirable because of its increase in adaptive, 
flexible, and creative behavior, Harvey believes. 68 
The relationship between the concreteness/abstract-
ness of teachers' belief systems and student performance 
was the topic for a study by Harvey, Prather, White, and 
Hoffmeister. 69 Abstract teachers had students more involved 
in classroom activities, the results showed. Also, students 
were higher in achievements and less concrete in their 
responses. 70 
66Harvey, "Beliefs and Behavior"; Harvey, "Ends, 
Means, and Adaptability." 
67Harvey, "Beliefs and Behavior"; Harvey, "Ends, 
Means, and Adaptability. II 
68Harvey, "Ends, Means, and Adaptability." 
69o. J. Harvey, Misha Prather, B. Jack White, and 
James K. Hoffmeister, "Teachers' Beliefs, Classroom Atmos-
phere, and Student Behavior," American Educational Research 
Journal, 5 (March, 1968), 151-66. 
7 OA . . . . h H I 19 7 0 h n ~nterest~ng po~nt ~s t at arvey s researc 
showed that 55 percent of a sample of practicing teachers 
were classified at System 1 and only 4 percent were System 4. 
Person-Environment and the 
Matching Principle 
The accomplishment of an educational objective is 
dependent upon the effect of an approach on an individual 
learner and is the definition of cognitive complexity by 
Hunt. (After Lewin, where B = P, E or behavior is a 
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function of the interaction between person and environment.) 
Hunt's approach to research in the area of cognitive 
complexity is the use of matching inst.ructional approaches 
with conceptual levels. His model of the Conceptual Level 
Matching Model (CLMM) takes into consideration four aspects 
of a lear~ing experience: (1) the change desired by the 
objective, (2) learner's conceptual level characteristics, ·• 
(3) educational environment complexity which exists, and 
(4) the theory or interaction between learner and approach. 71 
Low CL learners appear to learn best with educa-
tional approaches which provide a high degree of structure, 
according to Hunt. High CL learners either profit from low 
structure or structure degree does not affect their achieve-
ment. A highly structured environment is more teacher 
centered, involves preorganized materials to a greater 
extent, and very specified instructions are given. A low 
in structure environment is more likely to be determined by 
the student, involves only general instructions from the 
71Hunt, "A Conceptual Level Matching Model for 
Coordinating Learner Characteristics with Educational 
Approaches." 
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teacher, and is less likely to have programmed or tightly 
organized learning materials. 72 The principle behind Hunt's 
model is that the treatment compensates for a learner's 
deficiency by providing the mode of structure which the 
learner cannot provide for him or herself. 73 
Three classroom groups, homogeneously grouped 
according to very low, low, and high conceptual level, were 
the first testing of the Hunt CLMM. The very low group 
performed best with a high degree of structure (concrete 
examples, clearly outlined assignments, no discussion). The 
low CL group profited from moderate structure (group compe-
tition, debates). The high CL group seemed to perform best 
with a low degree of structure (independent study and self-
selected projects). 
Three levels of behavioral complexity (recall, 
comprehension, and integration) were the focus of the study 
by Hunt and McLachlan. The study involved high and low CL 
students in two instructional methods (lecture-high struc-
ture and discovery method-low structure). Again, it was 
found that the low CL students performed significantly. 
better with the lecture method and there were no significant 
72 Hunt, "A Conceptual Level Matching Model: A 
Revision." 
73Hunt, "A Conceptual Level Matching Model: A 
Revision." 
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differences in performance for high CL students with either 
method. 74 
Interaction analysis of teaching methods with 
different degrees of structure was performed by Hunt et al.·-
which resulted in four findings: (1) step-by-step instruc-
tions enabled low CL students to direct their own learning, 
(2) the problem to be solved was of more interest to the 
high CL students than with the instructions given, (3) 
self-directed learning was preferred by higher CL students, 
and (4) high CL students tended to pull higher level 
information statements from teachers. 75 
The fourth finding a~ove has significance when 
considering style in relation to conceptual level. A 
questioning and probing strategy helping students to 
theorize and express themselves (termed interdependence) 
was the focus of studies by Rathbone in which he concluded 
that high CL teachers were more interdependent in their 
methods than low CL teachers. More concrete teachers were 
less able to absorb and utilize increased information about 
children in diagnosing student problems and in planning 
74John F. C. McLachlan and David E. Hunt, 
"Differential Effects of Discovery Learning as a Function of 
Student Conceptual Level," Canadian Journal of Behavioral 
Sciences, 5 (April, 1973), 152-60. 
75Hunt, Joyce, Greenwood, Noy, Reid, and Weil. 
remedial experiences, was the conclusion of a study by 
Joyce, Lamb, and Sibo1. 76 




As discussed earlier, the consideration of the match 
or mismatch of the environment to facilitate growth is of 
prime importance in the current study. The basic CL 
matching principle "Low CL learners profit more from high 
structure, and high CL learners profit more from low 
structure, or in some cases, are less affected by variations 
in structure,"77 is appropriate in planning approaches. 
Inductive teaching demands certain cognitive skills 
which are more likely in high CL students, and so it might 
be considered matched for them. The matching model was 
applied to language learning in a study by Zampogna. After. 
one term of instruction using two approaches of adaptive and 
tradition learning (of French and Spanish) , student gain 
scores on a language-speaking measure followed the pattern 
predicted by the CL matching model: greatest gains in high 
CL-adaptive and low-CL-traditional combinations. 78 
76Bruce Joyce, Howard Lamb, and Joan Sibol, 
"Conceptual Development and Information Processing: A 
Study of Teachers," Journal of Education Research, 69 
(January, 1966), 219-22. 
77Hunt, "A Conceptual Level Matching Model: A 
Revis ion , " p . 4 4 . 
78J. Zampogna, "A Study of the Relationship Between 
Learning Styles and Learning Environment" (Doctoral disser-
tation, State University of New York at Buffalo, 1975). 
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The CL matching model was applied to the treatment 
of institutional delinquent boys who were generally quite 
low in CL. The boys were in two treatment settings different 
in degree of structure. After they were discharged, having 
had one year or more of treatment, their behavior was 
observed. As predicted by matching, better postdischarge 
adjustment with a lower incidence of problem behavior was 
associated with very low CL boys treated in a very highly 
d . 79 structure sett1ng. 
The matching model was extended to clients in a 
counseling situation. Matched high CL clients (i.e., those 
experiencing a low-structure counseling approach) showed 
greater self-awareness and expressed greater satisfaction 
with the counseling than mismatched high CL clients; also, 
compared to mismatched low CL clients, matched low CL 
clients were more satisfied and considered the counselor 
80 more helpful. 
The latter research has potency for the present 
research. Will the student teachers in the current study 
indicate satisfaction (or rank their university super-
visors as being effective) when they are matched in 
79R. Brill, "Effects of Residential Program 
Structure and Conceptual Level in the Treatment of Delin-
quent Boys" (Doctoral dissertation, University of Toronto, 
1977). 
BOM. Stein, "Matching Counselee Conceptual Level to 
Counselor Structure" (Doctoral dissertation, University of 
Western Ontario, 1976). 
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conceptual level? Will stretching student teachers toward 
the next higher stage of development, as indicated by a 
mismatch, result in high effectiveness ratings? These 
questions among others are probed further in the next 
section, and more fully in Chapter 3. 
Summary 
This section has reviewed studies and literature 
surrounding aspects of the Conceptual Systems Theory. 
Abstract-concrete properties and openness-closedness as 
important components of conceptual complexity were discussed. 
In addition, adaptiveness and flexibility as characteristics 
supportive to the learner to assist in his or her growth 
were identified .... Finally, the conceptual level match of 
student teacher and supervisor was stressed as a means of 
promoting development toward a self-actualizing, and creative 
art spirit for both supervisor and the student teacher. 
Effectiveness Literature 
This section of the review of the related literature 
surveys selected studies regarding supervisory effectiveness. 
Also, the linkage of style and conceptual level as it 
pertains to this particular study is discussed. 
What happens during supervision remains a field 
about which little is known. Harris urged more research 
51 
in this area, 81 as did Weller, 82 and Hosher and Purpe1. 83 
Few investigators examined what actually transpired when 
supervisors and supervisees interacted. Wellerconcluded, 
"Volumes have been written on the subject, but research on 
the effects and on the processes of supervision is virtu-
ally nonexistent . the need ... is obvious. 84 Since 
then .(1971), many studies have described verbal behaviors 
occurring during supervisory interactions, as well as 
other studies of the effectiveness of specific techniques 
d 1 f . . 85 or mo e s o supervlslon. 
Implicit Theories as Basis 
for Supervision 
However, the limitations of studying· observable 
behaviors or merely the activities of supervisors without 
knowing the meaning or implicit theories behind those 
81Ben Harris, "Need for Research on Instructional 
Supervision," Educational Leadership: Journal of the 
Association for Su ervision and Curriculum Develo ment, 
82R. Weller, Verbal Communication in Instructional 
Supervision (New York: Teachers College Press, 1971). 
83Mosher and Purpel, 1972. 
84 Weller, p. 1. 
85 W. Copeland, "Some Factors Related to Student-
Teacher Following Microteaching Training," American 
Educational Research Journal, 14 (1977), 147-57; Y. Hartin, 
G. Isherwood, and S. Rapagna, "Supervisory Effectiveness," 
Educational Administration Quarterly, 14 (1978), 74-88; 
C. Reavis, "Clinical Supervision: A Review of the 
Research," Educational Leadershi : Journal of the Associ-
ation for Supervision and Curriculum Development, 35 1978), 
580-84; Kenneth M. Zeichner and B. Robert Tabachnick, "The 
Belief System of University Supervisors in an Elementary 
Student-Teaching Program," Journal of Education for Teach-
ing, 8 (January, 1982), p. 3 . 
52 
behaviors appears somewhat fractured. "We consider super-
visors to be active and reflective human beings whose 
perceptions, beliefs and reasoning are indispensable to 
understanding the processes of instructional supervision," 
state Zeichner and Tabachnick. The determination of 
effectiveness through the adoption of certain models or 
techniques seem less important to these authors than the 
"purposes that underlie the overt behavior of supervisors."86 
Studying the beliefs and actions of individual supervisors 
linked with the outcomes (effectiveness) is a beginning to 
understanding the complex dynamics associated with student 
t h . . 87 eac er superv1s1on . . . 
The study methodology utilized focused interviews 
of nine supervisors to ascertain their beliefs and' theories 
concerning practices within the context of clinical super-
vision. Zeichner and Tabachnick's findings resulted in 
distinguishing the three different sets of beliefs through 
which each filtered the common program of clinical supervi-
sion. The three belief systems were technical-instrumental, 
personal growth-centered, and critical, which guided the 
daily actions of these supervisors. The investigators 
encourage other researchers to move beyond the conference 
analysis and report the other contexts in which supervisors 
86 zeichner and Tabachnick, p. 137. 
87 Telephone interview with B. Robert Tabachnick, 
March 30, 1982. 
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operate (interactions with principals, cooperating teachers, 
and university program directors, for example). 88 The 
present study relates conceptual level via the Paragraph 
Completion Method (Hunt's PCM) and the Supervisor Beliefs 
Inventory (Glickman) as a means to discover purposes and 
implicit theories. Outcomes measured by student teachers 
on the Supervisor Effectiveness Summary offer the linkage 




Effectiveness of supervisor role performance was 
the purpose for. the study reported by Theis-Sprinthall. 89 
The ability to role-take and to process experience at more 
complex levels, and to employ a greater range of instruc-
tional techniques were equated with effectiveness. High 
conceptual level student teachers matched with high CL 
supervisors used an indirect mode well above the average; 
however, the mismatched supervisors who were low CL rated 
their student teachers average to mediocre. The implication 
is clear that supervisors who themselves are at the modest 
levels of psychological development may misperceive or 
88 zeichner and Tabachnick, p. 136. 
89Lois Theis-Sprinthall, "Supervision: An Educative 
or Mis-Educative Process?" Journal of Teacher Education, 31 
(July-August, 1980), 17-20. 
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misunderstand the teaching performance of more developmen-
tally advanced student teachers. "We need to create 
effective procedures to stimulate the professional and 
psychological .. development of supervisors to avoid either 
unproductive mismatches or negative results." 90 Hunt 
encourages more studies matching supervisor and s.tudent 
teacher, as well as the use of a variety of styles or models 
that will assist in leading teachers toward higher stages 91 
and thus more effectiveness. 
Similarly, a concern for university supervisors is 
the placement of their student teachers with cooperative 
master teachers who will provide an effective, productive, 
and positive learning opportunity for the teacher trainees. 
Mariani hypothesized that pairing individuals with the same · 
conceptual level might offer the stimulating and satisfying 
environment desired. The investigator employed the CST-71 92 
with elementary school level personne193 Mariani concluded 
1981. 
90Theis-Sprinthall, p. 20. 
91 Telephone interview with David E. Hunt, September 16, 
92Joseph S. Mariani, "Conceptual Level as a Deter-
minant of the Quality of Cooperating Teacher-Student-Teacher 
Interpersonal Relations and the Perceived Productivity of 
Supervision" (Doctoral dissertation, Syracuse University, 
New York, 1973). 
93David E. Hunt, personal correspondence, January 12, 
1982. "In an attempt to create the often requested short and 
quick assessment of conceptual thinking, the CST-71 was 
devised. However, upon subsequent use, we determined that it 
could not measure the process of thinking itself. The PCM 
is superior and reliable." 
that CL as measured by the CST was not tenable; however, 
he urged further studies employing the conceptual systems 
th 94 C'b t · 95 1' d h t d 'th d eory. ~ o t~ rep ~cate t e s u y w~ secon ary 
personnel and found the same results. Both investigators 
encouraged further studies with conceptual level and 
socialization areas of the new teacher. 
Dynamic Supervision: 
An Imperative for 
New Teachers 
55 
Socialization and concerns of teachers, as Fuller96 
and later Lortie97 point out, present a sink-or-swim 
phenomenon for the new teacher unlike other crafts where 
assistance is given through a continuous ~nd shared colla-
boration. The carpenter and mechanic spend years in their 
apprenticeships with daily guidance. Feedback is immediate 
for error as well as success. Yet the student teacher and 
the new hiree often struggle with their roles and may wait 
weeks before they recognize their own effectiveness. In 
addition, by definition, schooling is not only an 
94M . . 
ar~an~. 
95Thomas M. Cibotti, "Conceptual Level as a Deter-
minant of the Relationship Between the Cooperating Teacher 
and the Student Teacher (Doctoral dissertation, Boston 
College, 1977). 
96F. F. Fuller, "Concerns of Teachers: A Develop-
mental Conceptualization," American Educational Research 
Journal, 6, No. 2 (1969), 207-26. 
97Dan C. Lortie, Schoolteacher: A Sociolo~ical 
Study (Chicago: The University of Chicago Press, 975). 
intellectual endeavor. Breadth of purpose indicates 
effectiveness will be judged in terms of moral, aesthetic, 
and scientific values all at once. 
The teacher's craft, then, is marked by the absence 
of concrete models for emulation, unclear lines of 
influence, multiple and controversial criteria, 
ambiguity about assessment timing, and instability 
in the product.98 
All the more reason for the great urgency of the 
university supervisor (and school supervisors) to offer 
the guidance and much wanted feedback for the new teacher. 
56 
That is, teachers report a deep need for encouragement and 
some indications that things are improving. They want 
specific helps, ideas, and suggestions. Many are unclear 
whether their effectiveness translates past the achievement 
scores. Psychic rewards are diminished by the emphasis on 
the test scores reported in the local newspapers. Morale 
sinks with large classes and little hope of any salary 
increase. Moreover, more teachers are teaching longer due 
to ever-increasing costs of goods. 
The university supervisor who is adept at flexible 
and adaptive styles for maximizing her or his assistance 
and effectiveness to the new teacher, as well as the 
cooperative master teacher, will be contributing a vastly 
needed service for the schools. 99 
98L t" 136 or J.e, p. . 
99supervisor interviews (see Appendix D); Arthur 
Blumberg and William Greenfield, The Effective Principal 
(Boston: Allyn and Bacon, 1980). 
My advice to you is to venture, meet some other 
difficulties, have adventure with the unknown .. 
Do not let the fact that things are not made for you, 
that conditions are not as they should be, stop you. 




Effectiveness literature, although reflecting a wide · 
range of studies on particular models, techniques, and 
precise behaviors, has only recently begun to view the 
implicit theories or thinking of supervisors. The com-
plexity of a creative and dynamic supervision requires high 
stage adaptable sqpervisors capable of flexing in structural 
style to the needs of those whom they serve, whether they 
are student teachers or long-term teachers. 
Three major frameworks formed the basis for the 
review of the literature: management or leadership theory 
and the relationship to supervision style; conceptual 
systems theory with a focus on the conceptual level; and 
the effectiveness studies and discussion of the supervisor 
effectiveness. These three large fields intermingle in 
actual practice but were considered separately for ease in 
reviewing the literature. 
The next chapter describes the research methodology 
used in exploring the relationships between conceptual 
lOOH . 214 enr~, p. . 
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level and style of supervision. Also, the development of 
the University Supervisor Effectiveness Summary is described. 
Chapter 3 
PROCEDURES 
The general purpose of this study was to discover 
if there is a relationship between the university super-
visor's style or orientation, conceptual level, and the 
student teacher's preference for style, and conceptual 
level, with the resultant effectiveness of the supervisor 
as rated by the student teacher. A primary consideration 
was that of the match of style and conceptual level and to 
analyze any influence made on the rated effectiveness of 
the supervisor by the student teacher. Additionally, this 
study ascertained if the variables of number of supervisees, 
supervisor gender, age, years of service, minutes per 
weekly contact with supervisee, and elementary or secondary 
level, were related to the rated effectiveness of super-
visors by student teachers. In this chapter procedures 
used to accomplish these purposes are described under the 
following headings: (1) sample description, (2) supervisor 
effectiveness development, (3) instrumentation, (4) data 
collection, and (5) statistical analysis. 
Sample Description 
The population for this study consisted of univer-
sity supervisors and final year (or semester) student 
60 
teachers, both single-subject and multiple-subject levels, 
at two California University sites. The sample was the 
entire population, which numbered 37 supervisors and 186 
student teachers. 
In order to gather a sample for each of the ques-
tions asked in this study (that is, the match of style, 
conceptual level, and effectiveness), a larger than usual 
number for a descriptive study was needed at the outset. 
Comparisons and relationships among variables will be 
discussed more fully in Chapter 4. 
Supervisor Effectiveness Development 
After a thorough manual review. of the literature, 
as well as several computer searches, identification was 
made of the impact and attention given to the style of 
orientation imposed by the supervisor. Also noted in the 
literature review was a recurrent theme during the past 
twenty years of flexibility need (termed conceptual level), 
and the interactions between supervisor and supervisee when 
the level is mismatched. Building upon prior studies and 
combining them in new ways yielded early notions of how an 
appraisal rating summary might be formulated. Comparison 
of other rating scales in use at several universities as 
well as the two semester-end appraisals usually given to 
student teachers at the sites where this study was conducted, 
clarified further ideas for the development of the 
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particular form constructed for this study. Attention had 
to be drawn to several areas for the summary to elicit 
responses that would clearly state in what ways the super-
visor was effective. Areas of time and duration of obser-
vations, the nature of interactions such as directive, 
collaborative or nondirective, and the general content or 
procedural methods were stated in ways that offered the 
student teacher opportunities to mark just how effective, in 
a Likert-like manner, the supervisor performed. This form 
pulled together these several areas and repeated them for 
consist~ncy. 
To assure brevity and clarity, seven supervisors not 
in this study were asked to critique the summary form for 
content and format. After revisions were made, the final 
form was drafted. Five statements addressed time and 
duration of supervisor observations; four on general proce-
dures, and six statements each for conceptual level and 
supervisorial style. These items were randomly placed and 
comprised the total of twenty-one different statements. The 
degree of effectiveness was measured by the student teacher 
circling any one of four options: never, rarely, sometimes, 
and usually. Agreements on style and level were made by 
correlating the precise responses of the University Super-
visor Effectiveness Summary with earlier scores from the 
instruments giv~n at the start of student teaching: the 
Hunt Conceptual Level Assessment by the Paragraph Completion 
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1 Method, and the Glickman Developmental Supervision Beliefs 
2 Inventory. (See Appendices A, B, and C.) 
Instrumentation 
Three instruments contributed the quantitative data: 
the University Supervisor Effectiveness Summary, developed 
by the researcher, the Conceptual Level Assessment by the 
Paragraph Completion Method, and the Developmental Super-
vision Beliefs Inventory. The Effectiveness Summary 
combined selections by the student teacher regarding both 
supervisorial orientation to style and conceptual level 
along with items of procedure and time. This summary linked 
variables to provide comparison and relationship analysis. 
The Paragraph Completion Method scores assessed the 
conceptual level. Numerical scores ranged from zero to 
three to differentiate simpler to more complex conceptual 
integrations. Scoring was accomplished by trained personnel 
at the Ontario Institute for Studies in Education, Toronto, 
Canada. Interrater reliability coefficient is .86. Five-
year longitudinal data and more than twenty-eight different 
studies demonstrated sound internal construct validity. 3 
1D. E. Hunt, Assessing Conceptual Level by the 
Paragraah Completion Method (Toronto: Ontario Institute 
for Stu ies on Education, 1977). 
2carl D. Glickman, Developmental Supervision 
(Alexandria, VA: Association for Supervision and 
Curriculum Development, 1981). 
3Hunt, Assessing Conceptual Level, p. 41. 
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The Supervisorial Beliefs Inventory has been field 
tested six times with good item discrimination. It was 
designed for supervisors to assess their own beliefs about 
teacher supervision style. Forced choices items indicated 
an approximate percentage of style approach: directive, 
collaborative, or nondirective. Given to student teachers, 
this same Beliefs Inventory yielded the supervisorial style 
orientation preferred by them or believed to be most 
effective. 
Data Collection 
During the first two weeks of the semester, the 
Inventory and the Assessmen~ instruments were given to all 
.•. 
supervisors and student teachers at both university sites. 
Fourteen weeks later, the Effectiveness Summary was 
completed by the student teachers. All instruments were 
administered by the researcher. At the start of the 
semester, the forms were given in total groups at a general 
customar7 meeting at each university site. However, at the 
end of the semester, smaller cluster meetings were held and 
in a few cases, individuals completed their Summaries in 
offices and then returned them by mail to the researcher. 
To assure anonymity, and to facilitate identification of 
the match, social security number lists of students placed 
with each supervisor were provided by the student teacher 
placement director of the School of Education at both 
universities. 
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Not all instruments distributed were usable upon 
return due to items omitted or improper form completion. 
Some students did not complete all three instruments because 
of absenteeism or self-removal from the teaching program. A 
few instruments were received after the accepted date for 
entry into the data pool processing. Nevertheless, the 
two percentages of usable returns were strong: 73 percent 
of fully completed instruments by student teachers and 86 
percent return by supervisors. 
Table 1 
Instrument Collection at Two Universities 
Name Site 1 
1. Multiple Subjects 
Student Teachers 
2. Supervisors 







Total Student Teachers 186 













The acquisition of a repertory of orientations and 
greater flexibilities by the supervisor as rated in the 
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University Supervisor Effectiveness Summaries were indicated 
by the "sometimes" or "usually" ratings. The more discrepant 
scores on the Summaries indicated less satisfaction or low 
effectiveness of the supervisor by the student teacher. This 
also designated a mismatch of style or conceptual level. A 
match occurred if both supervisor and student teacher agreed 
on either style or level. 
Three general areas were considered as independent 
variables in this study: (1) the conceptual level match of 
supervisor and the student teacher, (2) the student teacher 
belief of the most effective supervisor style match, and 
(3) the supervisor style.,orientations. Dependent variables 
were the rated effectiveness s.urnmary of the supervisor by 
the student teacher as well as demographic variables of the 
supervisor gender, years of experience, time with supervisee, 
number ratio of supervisees to supervisor, and supervision 
in a single or multiple-subjects area. Descriptive statis-
tics analysis ascertained relationships among the nine 
variables. 
Summary 
The University Supervisor Effectiveness Summary was 
developed by the researcher for the purpose of ascertaining 
linkage and influence of style a.nd level by both student 
teachers and supervisors. Tr.vo instuments selected for their 
validity and reliability, the Supervisorial Beliefs Inventory 
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and the Paragraph Completion Method were given at the start 
of student teaching experience to designate supervisorial 
style and conceptual level. A match was declared by means 
of agreement of style and/or level scores. Statistical 
findings among and between groups, and certain variables 
will be presented, analyzed and discussed in Chapter 4. 
Chapter 4 
PRESENTATION OF THE FINDINGS 
This chapter analyzes the data collected to answer 
questions posed earlier in regard to student teacher rank-
ings of university supervisor effectiveness. This study 
proposed to discover relationships among student teachers' 
self-reported preferred styles of supervision, student 
teachers' evaluation of supervisor style effectiveness, 
and university supervisors' stated beliefs about their own 
orientations. And, further, this study examined conceptual 
level and style matches of supervisor and student teachers 
as potential influencers of supervisor behaviors. Certain 
demographic variables were also examined to indicate any 
. ' 
degree of importance as shown on the University Supervisor 
Effectiveness Summary rated by student teachers. 
Findings were analyzed from the scores recorded on 
the three instruments which were used in the study. Vari-
ability in scores are shown with range and frequency 
distributions. To ascertain the match of student teachers 
and supervisors with regard to conceptual level and style, 
descriptive statistics of the means, and standard deviations 
of supervisor behaviors were computed. Results are shown ·. 
in the tables and are explained further through the discus-
sion surrounding the study questions. 
University Supervisor Effectiveness 
The University Supervisor Effectiveness Summaries 
assessed five dimensions or characteristics to which the 
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student teacher responded at the end of the final practice 
teaching assignment. Each composite dimension is 
described here and named Scale A, B, and so forth. Each 
scale describes supervisorial behaviors given as statements 
1 in the summary. 
Scale A (Structure-Directive) 
A high score on Scale A means that the supervisor 
was rated as "usually" effective in regards to specifying 
procedures, defining objectives, and being told what was 
acceptable. A rating of "usually" on this scale indicates 
that the student teacher perceived structure and more 
directiveness as being given, and therefore as being more 
effective. 
Scale B (Independent 
Nondirective) 
A high score on Scale B means that the supervisor 
was rated as providing the dimensions of permitting the 
student teacher to determine his or her own procedures, set 
own goals and make decisions, and allowing for independence 
1consideration of the Conceptual Level in regard 
to the Effectiveness instrument findings will be addressed 
in the next section under the Conceptual Level heading. 
and tolerance for ambiguity. Thus a rating of "usually" 
would indicate student teachers perceiving their super-
visors as being nondirective. 
Scale C (Collegial) 
A high score on this scale indicates that the 
supervisor was rated by the student teacher as most 
effective in the dimensions of selecting observations by 
mutual agreement, making suggestions and collaborating 
with student teacher, and planning together. A rating of 
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"usually" indicates student teachers recognized their super-
visors as being collegial in their approach. 
Scale D (Time Factors) 
The supervisor dimensions of scheduling visits at 
agreed times, or random times, and providing assistance 
when needed were rated by student teachers on this scale. 
Scale E (General 
Procedures) 
This scale measures the dimension of general 
procedures such as assistance given as needed, lesson 
content discussions held, and post-conference following 
lesson observations. 
The next section discusses the instrument used to 
assess conceptual level and the means of the supervisor/ 
student teacher matched clusters. The first question of 
the study is addressed. 
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Conceptual Level and Effectiveness 
When there is a Conceptual Level match between the 
supervisor and student teachers, are there high effective 
ratings? Also, what are the different levels of effective-
ness for various conceptual level matches? Table 2 
displays the mean effectiveness ratings for various concep-
tual level matches in responses to Question One. The 
following discussion describes the findings. 
Conceptual level was measured by the Paragraph 
Completion Method (PCM) instrument given at the start of 
the final student teaching ~ssignment to both student 
teachers and their university supervisors. This instrument 
took fifteen minu.tes and was administered in groups by the 
investigator. Scoring was accomplished by associates of 
David E. Hunt in Canada. Individual mean scores ranged 
from 1.3 through 2.8 for the thirty-fivesupervisors and 
the 187 student teachers. Matches were designated if both 
the student teacher and the supervisor achieved the same 
mean score for any level. This was deemed a perfect match. 
Other matches were gained when they fell within ranges 
designated low, moderate, and high. 
Conceptual level scores in the range of 13 or less 
were designated low, in the range of 14-19 moderate, and 
those scores 20 and above, termed high. Low conceptual 
level requires a structured environment with more direction 
given. Moderate level can work somewhat more independently 
Table 2 
Mean Effectiveness Ratings and (Standard 
Deviations) for Various Levels of 
Conceptual Level Matches 
Supervision Low Moderate High 
Effectiveness CL CL CL 
Summary 1 2 3 
Scale A~·~ 17.0 15.0 14.5 
Structure ( 1. l}) (3.2) (3.2) 
Directive n=2 n=l9 n=22 
Scale B 27.0 28.7 28.5 
Independent (0) (3. 4) (1. 5) 
Nondirective n=l n=l8 n=22 
.Scale C 15.0 13.7 13.5 
Co~legial (1. l~) (3 .1) (2.0) 
n=2 n=l9 n=22 
Scale D 10.0 10.2 9.4 
Time Factors (0) (1. 6) (1. 3) 
n=2 n=l8 n=22 
Scale E 10.0 8.5 8.9 
General (1. 4) (2.3) (2.2) 
Procedures n=2 n=l9 n=22 
~·~Possible scores for scales: A - 5-20 
B - 8-32 
c - 4-16 
D - 3-12 




















with guidance. High conceptual level would require few· 
directions. 
Scale A (Structure 
Directive) 
The score of 17.0 was reported by those student 
teachers with low conceptual levels who matched with 
supervisors also of low conceptual level (Table 2). In 
this dimension of generally directive behaviors, these 
students rated their supervisors as "usually" effective. 
The moderate and high conceptual level scores (15.0 and 
14.5) and the perfect matches (15.0) all are similar in 
rating their supervisors as "sometimes" effective. That 
is, these student teachers did not view their supervisors 
as giving as much direction as did the low conceptual 
level students. 
Scale B (Independent 
~ondirective) 
Conceptual level matches for student teachers and 
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supervisors for this nondirective dimension indicate slight 
differences. Possible scores ranged from a low of 8 to a 
high of 32. Across the Scale B row, in all columns of 
Table 2, the scores show little variation. Students who 
matched supervisors at each conceptual level rated super-
visors about the same, that is, slightly higher than a 
"sometimes" effective evaluation. 
Scale C (Collegial) 
Student teachers who matched with supervisors of 
low conceptual levels rated supervisors "usually" effec-
tive in the dimension of collaboration. Possible scores 
ranged from a low of 4 to a high of 16. Column 1 of 
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Scale C depicts the score of 15 which is the highest score 
in that row. The two student teachers were of low concep-
tual level. The three remaining columns (2, 3, 4) show 
scores with small differences. Whether of moderate or 
high conceptual level, the scores are close, indicating a 
rating of a "sometimes" effective overall. 
' Scale D (Time Factors) 
All conceptual level matches of student teachers 
and supervisors rated their supervisors as being "some-
times" effective in this dimension of time (i.e., factors 
on agreement of time visitation, and assistance given at 
the time of need). Possible scores range from 3-12. Little 
variation is noted in scores. Low and moderate conceptual 
level scores are slightly less than high or perfect match 
levels. 
Scale E (General 
Procedures) 
The rating of "sometimes" effective was given by 
all conceptual level student teachers matched with their 
supervisors in the dimension of general supervisorial 
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procedures. Possible scores range from 3-12. Again, only 
slight differences in scores are noted. 
Overall, Table 2 indicates that at the end of the 
practice teaching experience across all groupings of 
conceptual levels, student teachers rated their super-
visors as being "sometimes" effective, a moderately high 
rating. This table describes student teachers 'tvho were 
matched with their supervisors by Conceptual Level in 
response to Question 1 of the study. Question 2, regarding 
distribution of the conceptual level scores among super-
visors, will be addressed next. 
Conceptual Level Distribution 
What is the conceptual level distribution among 
supervisors? Table 3 reports the findings with a display 
of the mean scores frequency distribution. 
Score variability as shown in Table 3 is dominated 
at the moderately abstract/concrete level with eight 
supervisors each at scores of 18 and 20. The mean score 
for all supervisors is 18.4. According to Hunt's scoring 
scheme for the Paragraph Completion Method (PCM) this score 
2 indicates a moderate to high conceptual level. Three of 
the total group of supervisors scored at the low conceptual 
2D. E. Hunt et al.. , Assessing Conceptual Level by 
the Paragraph Completion Method, The Ontario Institute for 
Studies in Education, Canada;-1978, p. 5. 
Table 3 
Frequency Distribution of Supervisor 
Conceptual Level Mean Scores 
X Scores £ Level 
13 3 Low Conceptual 
17 1 Level (10-13) 
18 8 
20 8 Moderate Conceptual 
21 1 Level (14-19) 
22 5 
23 1 High Conceptual 




Missing data 3 








level, nine scored in the moderate range, and there were 
twenty supervisors who scored at the high conceptual level. 
The next question of the study presents the issue 
of supervisorial style and various matches. Table 4 
reports the findings of Question 3. 
Supervision Style and Effectiveness 
When there is a style match between supervisor and 
student teachers are there high effectiveness evaluations? 
Also, what are the different levels of effectiveness for 
the various style matches? 
Supervision style was first assessed by scores from 
the Glickman Supervisorial Style Beliefs Inventory given to 
student teachers at the start of their final practice teach-
ing semester. Supervisors also completed the Inventory. 
Scores were self-reported, checked by an impartial reacher, 
and then recorded as to the percentage of time a certain style 
was preferred. As an example, if the supervisor indicates 
that 60 percent of the time he or she practiced supervision 
during a directive style of supervision, and if one of his 
student teachers scored a like percent in the Inventory, then 
these two were considered a match (see Appendix B). Glickman 
states that, "although all three orientations to supervision 
may be used, usually one style dominates." 3 
3carl D. Glickman, Developmental Supervision 
(Alexandria, VA: Association for Supervision and Curriculum 
Development, 1981), p. 12. 
Table 4 
Mean Effectiveness Ratings (and Standard Deviations) 
for Various Supervisorial Style Matches 
Supervision Style 
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Effectiveness Directive Collaborative Nondirective 
Sunnnary Matches Matches Matches 
Scale A·k 13.9 13.6 
Structure (3. 3) (3.0) 
Directive n=l7 n=27 
Scale B 29.3 27.2 
Independent (1.7) (3.8) 
Nondirective n=l5 n=23 
Scale C 13.2 11.8 
Collegial (2.8) (3.8) 
n=l7 n=27 
Scale D 9;8 8.9 
Time Factors (1.2) (2 .1) 
n=l7 n=25 
Scale E 8.2 7.5 
General (2.1) (2.3) 
Procedures n=l n=27 
~'(Possible score ranges for Scales: A - 5-20 
B - 8-32 
c - 4-16 
D - 3-12 

















Directive style statements on the Inventory describe 
behaviors such as: gives directions about methods, defines 
evaluation objectives, and states solutions to problems. 
Nondirective statements suggest the teacher set her or his 
own goals, supervisor helps teacher plan own goals, encour-
ages teacher to find own solutions, and permits teacher to 
decide if need to attend inservice meetings. Collaborative 
statements describe behaviors of the supervisor such as: 
gives teacher autonomy to define own goals, evaluates with 
teacher, comes to agreement with teacher on objectives and 
plans, and finally, reaches consensus for content of meet-
ings and whether to hold an inservice meeting. 
Scale A (Structure 
Directive) 
It may be recalled that Scale A on the Effective-
ness Surrnnary has to do with general .directive characteris-
tics and a score range of 5-20. As shown in Table 4, the 
highest score (15.8) is the Nondirective style in the 
third column of the style matches between student teachers 
and supervisors. The other two scores in Scale A vary only 
by .3. Therefore, when the student teachers and super-
visors were matched in terms of nondirectiveness, the 
students rated their supervisors as being more directive 
than either the Directive style or Collaborative style 
matches. The implication here may be that the students 
perceived receiving more direction than they may have 
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preferred. The twenty student teachers rated their 
supervisors as being "sometimes" effective in the directive 
characteristics. 
Scale B (Independent 
Nondirective) 
This scale assessed characteristics having to do 
with overall nondirective behaviors of the supervisor on 
the Effectiveness Summary. The scores shown here, across 
all style matches between student teachers and supervisors, 
are very similar. Possible scores are 8-32 for Scale B, 
therefore these student teachers perceived their super-
visors as "usually" utilizing behaviors of nondirectiveness. 
Scale C (Collegial) 
This dimension describes supervisors who collaborate 
more than are either direct or nondirect on the Effective-
ness Smmnary. Scores range from 4-16 for Scale C. Twenty-
seven student teachers matched with supervisors in terms of 
collaboration and ranked their supervisors as being 
"sometimes" effective. Both Directive and Nondirective 
styles ranked slightly higher, however. These higher rank-
ings may imply both Directive and Nondirective student 
teachers perceived their matched supervisors to be higher 
in collaborativeness than did the Collaborative style group. 
Scales D and E (Time, 
Procedures) 
These scales describe dimensions of time and 
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general procedures with a range of scores from 3-12. Overall 
student teachers who matched with their supervisors in these 
styles ranked their supervisors as "rarely" to "sometimes" 
effective. 
In response to the third question of this study, 
there appears to be a general uniformity when considering 
the style matches and how student teachers perceive their 
supervisors in style. Regardless of their own preference 
for a certain style, student teachers rated their super-
visors overall as "sometimes" effective, with the exception 
of Scale B. "Usually" or a higher effective rating was 
given to supervisors who were of this dimension of non-
directiveness. This means that regardless of which style 
supervisors practiced, all student teachers rated their 
supervisors as "usually" effective in permitting independent 
actions. 
Question 4 concerns the question of the distribu-
tion of style among supervisors. The findings are reported 
in Table 5, together with the discussion of the results. 
Supervisor Style Distribution 
What is the style distribution among supervisors? 
The styles distribution findings are reported in Table 5. 
Scores are reported in percentage of the time spent by the 
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Table 5 
Frequency Distribution of Supervisor 
Styles Scores 
Styles 
Directive Collaborative Nondirective 
Score % f Score % f Score % f 
00 2 13 1 00 2 
06 1 20 2 20 1 
07 1 27 9 27 4 
13 5 34 6 34 7 
20 7 40 . .-· ~ 6 36 1 
27 8 47 6 40 15 
v~ 9 54 2 47 6 
40 1 60 3 
60 1 
N = 35 
Score is given in percentage of time 
82 
supervisor in practicing certain styles, according to his 
or her beliefs as found on the Supervisorial Style Beliefs 
Inventory. 
The Directive style of supervision, as shown in 
Table 5, was reported as being practiced approximately 
one-fourth to one-third of the time by twenty-four of the 
thirty-five supervisors in the study (20%=7, 27%=8, 34%=9). 
Nine supervisors reported this style in use 13 percent or 
less of the time. Only two supervisors indicated using 
Directive style more than half the time. 
The Collaborative style of supervision was favored 
approximately one-half of the time by seventeen of the 
subjects. Eighteen of the supervisors reported this style 
in use less than half the time (13% = 1, 20%=2, 27%=9, 
34%=6). 
The Nondirective style of supervision was reported 
as being practiced nearly half the time by twenty-one 
supervisors (40%=15, 47%=6). 
The rema.ining thirteen supervisors favored the 
Nondirective style for 33 percent or less time (36%=1, 
34%=7, 27%=4, 20%=1). These reported percentages and 
frequencies imply that the supervisors of this study prac-
tice all styles of supervision about equally. 
Question 5, regarding supervisor variables in 
relation to the effectiveness summary is the next issue of 
the study. Table 6 reports the findings. 
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Table 6 
Summary of Mean Effectiveness Scales Scores 
Demographics Effectiveness Scales 
A~'( B c D E 
Number of Supervisees 
2 - 6 n=l4 12.8 27.0 10.7 8.5 7.2 
7 - 12 n=l4 15.5 29.0 13.4 9.7 8.6 
13 - 25 n= 7 15.2 28.4 14.2 9.7 9.0 
Level of Supervisors 
Elementary n=l7 15.8 28.3 13.0 9.4 8.3 
Secondary n=l6 14.5 28.3 12.6 9.3 8.6 
Both levels n= 2 14.2 27.4 13.8 9.8 9.1 
Minutes Vleekly Contact 
15 - 30 n= 8 14.0 27.4 11.2 9.6 7.4 .. 
35 - 90 n=l9 15.3 29.0 14.0 9.8 9.0 
90 - 120 n= 6 14.4 29·. 0 13.0 9.4 8.5 
Gender 
Male n=24 14.4 28.2 12.4 9.3 8.1 
Female n=ll 15.0 28.2 13.7 9.6 8.9 
Age Range 
35 - 45 n= 9 13.0 28.0 10.6 8.4 7.0 
46 - 55 n=23 15.1 27.3 14.1 10.6 8.8 
Years of Supervision 
1 - 5 n=lO 13.0 27.4 10.7 8.4 7.1 
6 - 10 n= 8 14.7 28.0 14.1 9.7 8.8 
11 - 15 n= 5 15.6 29.5 13.2 9.8 8.6 
16 - 20 n=l2 15.6 28.4 14.1 10.6 9.0 
*Possible scores for scales: A - 5-20 
B - 8-32 
c - 4-16 
D - 3-12 
E - 3-12 
Supervisor Demographics 
Question 5, the final one of this study, is 
"Irrespective of match, what are the different levels of 
Effectiveness in relation to supervisor variables of 
number of supervisees, level of supervision, the minutes 
per weekly contact with supervisee, gender, age range, and 
years of supervision?" 
Table 6 displays the means for each scale of the 
Effectiveness Summary by the supervisor demographic vari-
ables. The original questions of demographics were 
reported by the supervisor on a multi-choice front page 
attached to the Paragraph Completion Method (PCM) instru-
ment at the start of the data gathering period (see 
Appendix B). All student teachers Effectiveness Summary 
scores were computed and the means of those summaries 
scales are shown for each of the demographic variables 
given. 
Scale A (Directive 
Structure) 
Scanning scores down column A, very small differ-
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ences were noted. It appears that the less directive (lower 
scores) supervisors had fewer supervisees, were younger, and 
had less years of supervising experience. 
Scale B (Nondirective 
Independent) 
The differences were slight among all categories 
for all demographic variables in the dimension of non-
directive behaviors. 
Scale C (Collegial) 
Those supervisors seen as less collaborative had 
fewer supervisees, had fewer minutes of contact, were 
younger, and had less years of supervision experience. 
Scale D (Time Factors) 
The differences were slight among all categories 
for all variables. 
Scale E (General 
Procedures) 
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Supervisors ranked lower in general procedures, had 
fewer supervisees, had fewer minutes of weekly contact, and 
ha.d less years of supervision experience. 
The findings reported in Table 6 in response to 
the fifth question of this study indicate little variation 
among means with the exception of Scales A (Directiveness), 
C (Collaborativeness), and E (General Procedures) dimen-
sions of the Supervisorial Effectiveness Summary. In the 
dimensions of less directive, less collaborative, and lower 
use of general procedures, lower means were noted in the 
same demographic variables of fewer supervisees, fewer 
minutes of contact, were younger, and had fewer years of 
supervision experience. In other words, this indicates 
that student teachers ranked supervisors slightly lower 
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in effectiveness if they were younger with less experience 
and spent less time with student teachers. 
Summary 
Descriptive statistics were presented in the tru)les 
to answer the five questions of effectiveness, conceptual 
level, and style posed in Chapter 1 of this study. 
Matches of student teacher and supervisor were shown in 
both Conceptual Level and Style for each of the five scale 
dimensions of the University Supervisor Effectiveness 
Summary. Relationships of demographic variables were 
described as well as the frequency distributions of super-
visor conceptual levels and styles presented. 
Chapter 5 will contain the study interpretations 
and conclusions. Recommendations for further research will 
also be given. 
Chapter 5 
CONCLUSIONS AND RECOMMENDATIONS 
The purpose of this study was to identify if there 
was a relationship between the supervisor's style, 
conceptual level, and the effectivness of the supervisor as 
rated by the student teacher. The match of style and of 
conceptual level with the student teacher and of the 
supervisor was given in analyzing data findings. Addition-
ally, relationships were examined among variables of number 
of supervisees, level of supervisors-, minutes, weekly 
contact, supervisor gender, age range arid years of super-
vision practice. Five questions were addressed and 
analysis was given in Chapter 4. Question summations and 
conclusions are now presented. 
Conclusions 
The first question of the study, "When there is a 
conceptual level match between supervisors and student 
teachers, are there high effectiveness evaluations?" 
revealed that the means were high overall in each of the 
five dimensions of the effectiveness summary. In two of 
the five scales the highest possible rating of "usually" 
was attained. Therefore a conclusion can be drawn that 
student teachers who matched with their supervisors in 
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conceptual level rated them as "sometimes" to "usually" 
effective. In other words, across all conceptual level 
groupings, student teachers rated their supervisors as being 
"sometimes" effective, which is a moderately high rating. 
This is in agreement with Hunt's Hatching principle, "high 
conceptual level profit more from low structure and low 
conceptual learners profit more from high structure,"1 as 
well as the converse of Theis-Sprinthall's research that 
mismatches may result in unproductive or negative results. 2 
Question Two considered in this study, "What is 
the conceptual level distribution among supervisors?" was 
addressed with a frequency distribution of supervisor 
Conceptual Level mean scores reported in Table 2, p. 71. 
The mean score of all thirty-five supervisors was 18.4 
which indicated a moderate to high conceptual level. 
Twenty supervisors scored at the high conceptual level, and 
in keeping with Hunt's research, 3 their student teachers 
ranked supervisors as being effective. Because high 
conceptual level persons are more flexible and able to 
relate to the wide variety and differing needs of their 
1
David E. Hunt, "A Conceptual Level Matching Model: 
A Revision," Matching Models in Education, Monograph Series 
No. 10 (Toronto: Ontario Institute for Studies, 1974), 
p. 44. 
2
Lois Theis-Sprinthall, "Supervision: An Educative 
or His-Educative Process?" Journal of Teacher Education, 31 
(July-August, 1980), 17-20. 
3Hunt, "A Conceptual Level Matching Hodel: A 
Revision, p. 44. 
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supervisees, the scores reflect that indeed, these super-
visors had been able to flex successfully. This is in the 
expected direction following research by Karlins et al. 
where integratively complex individuals are more adaptive, 
have more ways to relate to objects and persons, and more 
able to change with environmental demands. 4 
An interesting item to note here is that the three 
supervisors who were low conceptual level were given high 
ratings of "usually effective" by their low conceptual 
level student teachers. That is, much structure was pre-
£erred by student teachers and structure was provided to 
them by their supervisors. This conclusion is supported 
b F 11 d L • 5 .d b • 6 '-.T y 'U er an ortle an comments y supervlsors. r~ew 
student teachers are often unsure of themselves as they 
begin their final semester efforts and often request 
specific and precise direction. The present study docu-
ments again that the low conceptual level supervisor, when 
matched with a low conceptual level student teacher, can 
be very successful. 
4Harvin Karlins, Thomas Coffman, Helmut Lamm and 
Harold Schroder, "The Effect of Conceptual Complexity on 
Information Search in a Complex Problem-Solving Task," 
Psychonomic Science, 7 (1967), 137-38. 
5F. F. Fuller, "Concerns of Teachers: A Develop-
mental Conceptualization," American Educational Research 
Journal, 6, No. 2 (1969), 207-26; Dan C. Lortie, School-
teacher: A Sociological Study (Chicago: The University 
of Chicago Press, 1975). 
6s · · . A d' D ee supervlsor lntervlews, ppen lX . 
90 
Question Three of this study regards the style 
match: ''When there is a style match of supervisor and 
student teachers are there high effectiveness evaluations? 
Also, what are the different levels of effectiveness for 
the various style matches? 11 The conclusion of this study 
revealed that regardless of style, and across each 
dimension of the effectiveness summary, with the exception 
of Scale B (nondirective), student teachers rated their 
supervisors overall as 11 sometimes'' effective. 
Scale B scores, assessing those characteristics of 
nondirectiveness, indicated that student teachers matched 
with supervisors in the nondirective style found their 
supervisors to be 11usually" effective. The conclusion can 
be made that in the matter of supervisorial style matches, 
student teachers rate their supervisors 11 sometimes" or 
11usually" effective. 
Question Four in this study, asked: "What is the 
style distribution among supervisors?" Table 4 in the 
previous chapter displays the frequency distribution of 
Supervisor Style scores given in the percentage of time a 
particular style is practiced. In reviewing the table, it 
was observed that overall all supervisors in this study 
were eclectic in style practices. That is, they each prac-
ticed every style some of the time. 
For example, half of the supervisors indicated that 
they use the Collaborative style half the time they 
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supervise. Two thirds of the supervisors reported they 
were Directive only one-fourth to one-third of the time. 
Hare than half the group of supervisors indicated they were 
Nondirective in their style of supervision about half the 
time. Considering the cluster of supervisors in this 
study scored as high conceptual level persons with keen 
flexibility and adaptability the conclusions of this study 
are consistent with the research of Zapogna, Kahn and 
Katz, and Lewin, Lippett and ~~ite 7 where supervisors could 
alter their style practices as needed. 
The fifth and final question in this study consi-
dered the demographic variables regardless of the match: 
"Irrespective of match, what are the different levels of 
Effectiveness in relation to supervisor variables of number 
of supervisees, level of supervision, the minutes per 
weekly contact with supervisee, gender, age range, and 
years of supervision?" 
The means reported within each cluster show small 
differences. There is somewhat more effectiveness reported 
for those supervisors who have a mid-number of supervisees, 
7 J. Zapogna, "A Study of the Relationship Bet'tveen 
Learning Styles and Learning Environment" (Doctoral 
dissertation, State University of New York at Buffalo, 
1975); R. Kahn and D. Katz, "Leadership Practices in 
Relation to Productivity and Morale," in Group Dynamics, 
eds. D. Artwright and A. Zander (New York: Harper and 
Row, 1960), pp. 554-70; K. Lewin, R. Lippett, and R. White, 
"Patterns of Aggressive Behavior in Experimentally Created 
Social Climates," Journal of Social Psychology, 10 (1939), 
271-99. 
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that is, less than twelve. Also, slightly higher effec-
tiveness means are indicated for those supervisors who 
spend from thirty-five to ninety minutes per week with 
each supervisee. This is in agreement with Fuller and 
Lortie8 who report novice teachers do request specific 
direction and regular times for di~logue with superiors. 
Somewhat higher ratings were given for female supervisors, 
and for all supervisors in the age range of forty-six to 
fifty-five, as well as those supervisors who had experi-
enced some sixteen to twenty years as a supervisor. 
This study co~roborates earlier research by Hunt 
et a1. 9 that supervisors of moderately high conceptual 
levels continue to modify their behaviors over time 
becoming more adept at expanding their own repertoires. 
And also that conceptual levels can change, although very 
slowly, given stimulation. 
Recommendations 
The matching of styles is worthy of further 
investigation in that differing styles are practical and 
useful ways to consider stretching toward growth for 
8Fuller, pp. 207-26; Lortie, 1975. 
9navid E. Hunt, Bruce R. Joyce, Jo Ann Greenwood, 
Joyce E. Noy, Roma Reid, and Marsha Weil, "Student 
Conceptual Levels and Models of Teaching; Theoretical 
and Empirical Coordination of Two Models," Interchange, 
5 (1974); 19-30. 
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creative teaching and supervision. This study, for example, 
noted the student teacher/supervisor match of style and 
concluded that supervisors rank as "sometimes" effective. 
A future study may conclude that it is the mismatch of 
style that produces enough disequilibrium, and therefore 
a pull toward style creativity. And further, that the 
mismatch of style (or disparity as has been indicated by 
several other researchers 10) may yield a "usually" effec-
tive rating for the supervisor, rather than a "sometimes" 
effective one. 
Conceptual level research continues to be of 
interest as a means to assess s1:ructure need for individuals. 
The Paragraph Completion Method (PCM) is quickly given, 
more complicated to score, but most reliable. Considering 
the ongoing efforts to plan programs for individuals with 
diverse backgrounds and needs, the PCM should be used more 
widely. From the scoring (and reading) of this protocol a 
clear picture may be seen as to the very thinking process 
of the respondent. The supervisor can determine the amount 
and type of structure, or format to provide for the student 
10 Lawrence Kohlberg and Rochelle Mayer, "Develop-
ment as the Aim of Education," Harvard Educational Review, 
42 (November, 1972), 449-96; William G. Perry, Forms of 
Intellectual and Ethical Development in the College Years 
(New York: Holt, Rinehart, and 1\l'inston, 1970); Elliot 
Turiel, "The Effects of Disequilibrium on Moral Judgment 
Level," in Moralization, the Co nitive-Develo mental 
Approach, e s. Lawrence Ko erg an iot Turie New 
York: Holt, Rinehart, and Winston, 1976). 
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teacher and hence wasted time is prevented. Thus learning 
may get under way earlier in the eiven time, and challeng-
ing events pursued. Certainly student teachers are eager 
to get on with their experiencing the classroom saga. 
Future studies that utilize varying models of 
student teaching based on conceptual level may also prove 
very fruitful. Supervisors benefit from an efficiently 
productive plan stemming from conceptual level knowledge. 
Comments from supervisors (see Appendix D) indicate that 
they would welcome assistance in this way. 
The University Supervisor Effectiveness Summary 
yielded similar scores on each of the scale dimensions. 
Modifications of the instrument would imprpve the assess-
ment capability. The addition of more items for each 
dimension, for example, would offer a richer description 
for each scale and finer discriminations could be made by 
the individuals responding to the summary. 
Satisfying supervisorial encounters that promote 
increasingly beneficial guidance for the student teacher 
not only produce more capable teachers for the schools of 
tomorrow, but also can excite enthusiasm for both parties 
involved. With a healthy measure of zest, pupils are sure 
also to reap the benefits from the stimulating and develop-
ing adults in their midst. Because development occurs 
through response to challenge, cognitive dissonance, and 
the integration of varying skills novice teachers need the 
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encouragement that only the most creative and conceptually 
flexible supervisors can provide. The current study has 
addressed these aspects of the scientific with the 
artistic in its quest for improved supervision. 
In addition, at this time of budgetary restraints 
and public accountability, edu~ational administrators will 
surely welcome opportunities to rekindle the flame of 
commitment to excellence through instructional supervision. 
And finally, this study adds to the body of research 
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Student Teacher Social Security Number 
University 
Grade Levels Student Teaching 
Name of area of specialization: 
(Early Childhood, Special Educ., Bilingual, for example, 
or if Secondary: Art, etc.) 
112 
. . ' *On the following pages you will be asked to g~ve your 
ideas about several topics. Try to write at least three 
sentences on each topic. 
There are no right or wrong ans,vers, so give your own 
ideas and opinions about each topic. Indicate the way you 
really feel about each topic, not the way others feel or the 
";vay you think you should feel. 
You will have about 3 minutes for each page. 
Please wait for the signal to go to a new page. 
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1. ~Vhat I think about rules .... 
Try to write at least three sentences on this topic 
WAIT FOR SIGNAL TO TURN PAGE 
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2. When I am criticized .... 
Try to write at least three sentences on this topic 
WAIT FOR SIGNAL TO TURN PAGE 
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3. What I think about parents .... 
Try to write at least three sentences on this topic 
WAIT FOR SIGNAL TO TURN PAGE 
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4. When someone does not agree with me .... 
Try to write at least three sentences on this topic. 
WAIT FOR SIGNAL TO TURN PAGE 
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5. When I am not sure .... 
·'. 
Try to write at least three sentences on this topic 
WAIT FOR SIGNAL TO TURN PAGE 
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6. When I am told what to do .... 
Try to write at least three sentences on this topic 
WAIT FOR SIGNAL TO TURN PAGE 
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The Supervisory Beliefs Inventory* 
Student Teacher: Consider yourself a supervisor with your 
responses aimed at being most effective. 
Instructions: Circle either A orB for each item. You may 
not completely agree with either choice, but choose 
the one that is closest to how you feel. 
1. A. Supervisors should give teachers a large degree of 
autonomy and initiative within broadly defined limits. 
B. Supervisors should give teachers directions about 
methods that will help them improve their teaching. 
2. A. It is important for teachers to set their own goals 
and objectives for professional growth. 
B. It is important for supervisors to help teachers 
reconcile their personalities and teaching styles with 
the philosophy and direction of the school . . . 
3. A. Teachers are likely to feel· uncomfortable and anxious 
if the objectives on which they will be evaluated are 
·not clearly defined by the supervisor. 
B. Evaluations of teachers are meaningless if teachers 
are not able to define with their supervisors the 
objectives for evaluation. 
4. A. An open, trusting, warm, and personal relationship 
with teachers is the most important ingredient in 
supervising teachers. 
B. A supervisor who is too intimate with teachers risks 
being less effective and less respected than a super-
visor who keeps a certain degree of professional 
distance from teachers. 
5. A. My role during supervisory conferences is to make the 
interaction positive, to share realistic information, 
and to help teachers plan their own solutions to 
problems. 
B. The methods and strategies I use with teachers in a 
conference are aimed at our reaching agreement over the 
needs for future improvement. 
6. In the initial phase of working 'l;vith a teacher: 
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A. I develop objectives with each teacher that will help 
accomplish school goals. 
B. I try to identify the talents and goals of individual 
teachers so they can work on their own improvement. 
7. When several teachers have a similar classroom problem, 
I prefer to: 
A. Have the teachers form an ad hoc group and help them 
work together to solve the problem. 
B. Help teachers on an individual basis find their 
strengths, abilities, and resources so that each one 
finds his or her own solution to the problem. 
8. The most important clue that an inservice workshop is 
needed is when: 
A. The supervisor perceives that several teachers lack 
knowledge or skill in a specific area which is result-
ing in low morale, undue stress, and less effective 
teaching. 
B. Several teachers perceive the need to strengthen their 
abilities in the same instructional area. 
9. A. The supervisory staff should decide the objectives of 
an inservice workshop since they have a broad perspec-
tive of the teachers' abilities and the school's needs. 
B. Teachers and the supervisory staff should teach 
consensus about the objectives of an inservice work-
shop before the workshop is held. 
10. A. Teachers who feel they are growing personally will be 
more effective in the classroom than teachers who are 
not experiencing personal growth. 
B. The knmvledge and ability of teaching strategies and 
methods that have been proven over the years should be 
taught and practiced by all teachers to be effective 
in their classrooms. 
11. When I perceive that a teacher might be scolding a 
student unnecessarily: 
A. I explain, during a conference with the teacher, why 
the scolding was excessive. 
B. I ask the teacher about the incident, but do not 
interject my judgments. 
12. A. One effective way to improve teacher performance is 
to formulate clear behavioral objectives and create 
meaningful incentives for achieving them. 
B. Behavioral objectives are rewarding and helpful to 
some teachers but stifling to others; also, some 
teachers benefit from behavioral objectives in some 
situations but not in others. 
13. During a pre-observation conference: 
A. I suggest to the teacher what I could observe, but I 
let the teacher make the final decision about the 
objectives and methods of observation. 
B. The teacher and I mutually decide the objectives and 
methods of observation. 
14. A. Improvement occurs very slowly if teachers are left 
on their own; but when a group of teachers works 
together on a specific problem, they learn rapidly 
and their morale remains high. · . 
B. Group activities may be enjoyable, but I find that 
individual, open discussion with a teacher about a 
problem and its possible solutions leads to more 
sustained results. 
15. When an inservice or staff development workshop is 
scheduled: 
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A. All teachers who participated in the decision to hold 
the workshop should be expected to attend it. 
B. Teachers, regardless of their role in forming a work-
shop, should be able to decide if the workshop is 
relevant to their personal or professional growth 
and, if not, should not be expected to attend. 
Scoring Key 
Step 1. Circle your answer from items of the inventory in the 
columns below: 
Column I Column II Column III 
lB ................. lA 
2B .................. 2A 
3A ................. 3B 
4B ...................................... 4A 
5B .................. SA 
6A ...................................... 6B 
7A .................. 7B 
8A ...................................... 8B 
9A ................. 9B 
lOB ...................................... lOA 
llA ...................................... llB 
12A ................. 12B 
13B .................. 13A 
14B ................. 14A 
15A .................. 15B 
Step 2. Tally the number of circled items in each column 
and multiply by 6.7. 
2.1 Total response in Column I X 6.7 = 
2.2 Total response in Column II X 6.7 = 
2.3 Total response in Column III X 6.7 = 
Step 3. Interpretation 
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The product you obtained in step 2.1 is an approxi-
mate percentage of how often you take a directive approach 
to supervision, rather than either of the other two 
approaches. The product you obtained in step 2.2 is an 
approximate percentage of how often you take a collaborative 
approach, and step 2.3 is an approximate percentage of how 
often you take a nondirective approach. The approach on 
which you spend the greatest percentage of time is the 
supervisory model that dominates your beliefs. If the 
percentage values are equal or close to equal, you take 
an eclectic approach. 
What To Do With Your Score 
You now have a base to look at the orientation with 
which you are most comfortable. If your scores for two or 
three orientations were about equal (30 percent nondirective, 
40 percent collaborative, and 30 percent directive), you 
are either confused or more positively eclectic. If you 
are eclectic, you probably consider varying your supervisory 
orientations according to each situation. Practitioners of 
one orientation might become more effective by learning the 
very· precise supervisory behaviors that are needed to make 
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that orientation work. To think that supervision is 
collaborative is incomplete until one knows how to employ 
techniques that result in collaboration. Many supervisors 
profess to be of a certain orientation but unknowingly use 
behaviors that result in different outcomes. 
Student Teacher Soc. Sec. # 
Supervisor 
*Carl D. Glickman, Developmental Supervision; Alternative 
Practices for Helping Teachers Improve Instruction, pp. 13-14. 
Reprinted with permission of the Association for Supervision 
and Curriculum Development. Copyright (c) 1981 by the 











Supervision Level (Elem. ;Sec.) 
Years of Supervision 
1 - 5 
Usual number of supervisees 
each semester 
6 - 10 
11 - 15 
16 - 20 
Range of Age 
35 - 45 
46 - 55+ ---
2 - 6 
7 - 12 
13 - 25 
Average weekly minutes con-
tact with supervisee 
15 - 30 
35 - 90 
90 -120 
7''"0n the following pages you will be asked to give 
yo~r ideas about several topics. Try to write at least 
three sentences on each topic. 
There are no right or wrong answers, so give your own 
ideas and opinions about each item. Indicate the way you 
really feel about each topic, not the way others fee or 
the way you think you should feel. 
You will have about 3 minutes for each topic. 
Please wait for the signal to go to a new topic. 
7''"David E. Hunt et al., Assessing Conceptual Level by 
the Paragraph Completion Method. Reprinted with permission 
of the Ontario Institute for Studies in Education. Copyright 
(c) 1978 by the Ontario Institute for Studies in Education, 
Toronto, Ontario. All rights reserved. 
.. 
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1. What I think about rules .... 
Try to write at least three sentences on this topic 
WAIT FOR SIGNAL TO TURN PAGE 
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2. When I am criticized .... 
Try to write at least three sentences on this topic. 
WAIT FOR SIGNAL TO TURN PAGE 
128 
3. What I think about parents .... 
Try to write at least three sentences on this topic. 
WAIT FOR SIGNAL TO TURN PAGE 
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4. When someone does not agree with me .... 
Try to write at least three sentences on this topic 
WAIT FOR SIGNAL TO TURN PAGE 
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5. When I am not sure .... 
.. · .. 
Try to write at least three sentences on this topic. 
WAIT FOR SIGNAL TO TURN PAGE 
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6. Hhen I am told what to do. . . . 
Try to write at least three sentences on this topic. 
WAIT FOR SIGNAL TO TURN PAGE 
APPENDIX C .. 
PROTOCOL FOR STUDENT TEACHER 
UNIVERSITY SUPERVISOR EFFECTIVENESS SUM}ffiRY 
This summary describes your reflections on the manner 
in which supervision was conducted. In answering, please 
consider the overall interactions between you and your super-
visor this semester. If you wish to add any comments, feel 
free to do so on the reverse side of this paper. 
Your responses to these points will not affect your 
grade or standing in any way. This data will remain anony-
mous and is to be used for research purposes only in an 
attempt to aid efforts toward better supervision. Please 
answer thoughtfully but quickly. This form should not take 
more than ten minutes. Thank you for your cooperative 
assistance. 
Social Security Number University 
Supervisor Teaching grade level 
Please circle one number for each of the statements below: 
1. The duration of classroom 
visits by my university 
supervisor was enough to 
be helpful. 
2. The frequency of observa-
tions was sufficient for 
evaluation. 
3. The interactions between 
us were sensitive to my 
needs 
4. Observations were scheduled 
at mutually agreed upon 
times rather than at random 
or unscheduled ones 
5. Visits by my university 
supervisor were purposely 
at random times. 
some-
never rarely times usually 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
6. Lesson content for obser-
vation was discussed 
prior to my teaching. 
7. A post-conference was 
held within a few days 
of the lesson observation. 
8. The supervisor was effec-
tive in telling me 
specifically what acti-
vities or procedures I 
should use. 
9. My supervisor listened 
to me, made suggestions 
and collaborated with me. 
10. The supervisor showed 
genuine concern for my 
difficulties and pro-
vided assistance with 
other personnel when 
needed. 
11. My supervisor was effec-
tive in permitting me to 
determine my own proce-
dures and activities. 
12. Effective assistance was 
given whenever needed on 
competencies. 
13. During this student 
teaching semester I have 
been concerned that my 
teaching decisions would 
be correct. 
14. This semester I have been 
striving for independence 
and increased tolerance 




never rarely times usually 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 
1 2 3 4 
1 2 3 4 
1 2 3 4 
1 2 3 4 
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some-
never rarely times usually 
15. This experience has 1 2 3 4 
strengthened my view that 
I need not compromise my 
beliefs or values in order 
to conform. 
16. My supervisor clearly 1 2 3 4 
defined objectives for my 
evaluation. 
17. My supervisor allowed me 1 2 3 4 
to set my own goals and 
find my own solutions to 
my problems. 
18. The supervisor and I planned 1 2 3 4 
together reaching consensus 
on teaching responsibilities. 
19. I felt more comfortable when 1 2 3 4 
told by the supervisor 
exactly what was acceptable. 
20. During- this semester I have 1 2 3 4 
been open to the ideas of 
my supervisor but my own 
thoughts and feelings about 
teaching were of prime 
importance. 
21. This student teaching 1 2 3 4 
experience and my super-
visor have permitted me 
to weigh alternatives, 
make my own decisions, 
and accept full respon-




Comments by supe~visors were shared in dialogue with 
the investigator using an informal conversation mode. 
Sessions were held at various locations and approximately 
for sixty minutes. Interviews were conducted as a vehicle 
to lend further meaning to the quantitative data. 
1. I am constantly listening and reflecting 
questioning and guiding to get student teachers to do the 
inquiring themselves. It takes real creativity to be non-
directive! 
Three major thrusts of my supervision are rapport 
between the student teacher and myself first, then teaching 
methodologies, and finally of course are the cooperative 
teacher, student teacher interactions ... to facilitate 
clear discipline .... 
It seems to me that effective supervision takes the 
form of counseling . . . the really close listening to help 
cement some rather thorny issues facing student teachers 
all of education today. 
The use of higher thinking skills takes creativity 
to get the student teacher to solve their own problems. 
Supervisors need particular training in counseling 
and interpersonal communications. New supervisors are 
left too much on their own to devise everything with little 
assistance to get started, I believe. The road could be 
somewhat smoother. Help would be welcome to assess the 
needs of so many different student teachers. 
2. Supervision is a matter of telling what needs to 
be done and then letting student teachers find the way to 
get there themselves. In this way, there is space for 
variety of capabilities. Following up on the progress must 
be thorough. My style tends to be related to the situation. 
I am very clear, however if they can go ahead then I'll be 
more nondirective. It's not too tough to manipulate the 
assignments and record-keeping aspects of supervision 
but manipulating people is much tougher. 
3. I'm convinced that as a supervisor my best 
efforts in assisting teachers toward growth came NOT as a 
result of my sitting in the back of the room, pencil 
poised . . . but rather in my simply sharing a few of my 
more successful adventures by being a model and working 
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alongside the teacher. Anyway, as I think about it ... 
whom do you remember as being your best teachers? They're 
probably not the ones who taught you some History or English 
.. well, they did do that of course, too ... but what 
you do remember most is their warm responding to you as a 
person .. 
4. I tend generally to be more nondirective in my 
superv~s~on. On occasion I can be quite directive but it 
usually comes only as a result of a student teacher asking 
me for very specific guidance. It is important for the 
student to discover on his own . and then to make 
inquiries. 
Individual time as needed by student teachers must be 
provided and I find that increasingly more difficult these 
days ... there are more duties, more students, and we all 
know that our days have become shorter. Twenty-four hours 
isn't what it used to be! 
The delight of students is of course what keeps me 
at this profession. Over the years, I believe they have 
become much more sophisticated in many ways, but they 
continue to require very much encouragement, and appear 
glad to see me in their classrooms. That's a nice f~eling 
... to be of service. To be of service to a greater 
extent I would be pleased to know a quicker way to know 
just how I might be of value to them. This Conceptual 
Level tool seems very practical and workable. Thank you 
for bringing it to my attention. 
5. In my supervision practices, I find that student 
teachers need a great deal of loving attention as a general 
rule. Like very fragile buds, they are just starting out in 
life . . . and they seem to require very clear and 
explicit organizational guidelines in order to grow. I 
like to provide that desired structure. As they become 
more relaxed and successful, then I step back and just 
watch them blossom! 
6. I believe that these energetic eager student 
teachers are turned on by supervisors being supportive and 
helpful . . . available for questioning and giving some 
practical ideas for perhaps some troublesome areas of 
discipline ... or motivation. That's the kind of thing 
generally over the years I've noticed. Occasionally, but 
not very often, I have needed to intercede for a student 
teacher and work out personality differences of their 
cooperative teacher but that's really very rare. Young 
people today are in much better physical condition ... 
competitive ... and eager to do a good job of teaching. 
I find it stimulating and rewarding to work with them. 
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7. Supervision is largely an encouragement process. 
I want them to do the best that they can and I like to 
create a stress-free occasion. I fully recognize that the 
very situation itself causes anxiety ... and I don't want 
to add to that. I provide, hopefully, a supportive role as 
a resource person ... not a threat. 
I look to see if student teachers are responsive to 
pupils ... moving around, touching, laughing, being warm 
and humane in their interactions. Of course, advance 
planning of lessons that are well organized, etc. But 
above that I want and hope to see student teachers who can 
enjoy a relationship with pupils ... and also ones who 
can team up with other adults. Some student teachers are 
quite comfortable with youngsters but then are remote and 
nongiving with staff. There's an important balance that I 
look for. 
8. Well, I really think you are on to something very 
important that will help this supervision business! Both 
the ideas of carefully declaring the style as a form for 
improving functions with student teachers . . . or others 
for that matter . . . and viewing the thinking process 
itself as a means to getting to the needs of student 
teachers . . . both of these instruments are interesting 
and a real help. I've used them with my cluster of 
teachers. and I think our interactions have been very much 
on target. It seems as if I have spent less time getting 
to know them this semester. You know, usually the session· 
is nearly over before we are very well acquainted. So I've 
been able to get materials, hold conferences, observe 
lessons, and have pretty meaningful discussions with 
student teachers at a rapid rate. That's been a great 
help toward good use of my limited time . . . what with 
teaching classes, committee work, and all. 
Generally, my own style is pretty directive ... but 
since I've been thinking about some of the strengths of 
other styles, now I'm attempting to alter my way of super-
vising. I find that old habits are not so easy to change 
. but that it is of course, possible. I'm learning 
and it's rather a new adventure ... I like it. 
